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Executive Summary

The Pre-Elementary Education Longitudinal Study, commonly referred to as the PEELS study, is
funded by the U.S. Department of Education’s National Center for Special Education Research (NCSER).
It will follow a nationally representative sample of children with disabilities ages 3-5 for a period of six
years. This study is designed to describe the characteristics of children receiving preschool special
education, their educational programs and services, and their transitions from preschool programs to
elementary schools. The study will examine the achievement of students with disabilities in preschool,
kindergarten, and elementary school and determine the factors associated with this achievement.

In its first year of data collection (2003—-2004), information on 2,906 children with disabilities and
their families was gathered through parent/guardian interviews, child assessments, and teacher and service
provider questionnaires. In addition, information was collected through mail questionnaires from each
child’s preschool program director or school principal, local educational agency (LEA), and state
educational agency (SEA). PEELS data collection will continue through 2009. PEELS data are weighted
to generate national estimates; therefore, the results can be generalized to the entire U.S. population of
children with disabilities ages 3-5.

This overview report combines Wave 1 data from all of the PEELS instruments. It includes data
on the following:

e Characteristics of children and their families;

* Characteristics of educational services and providers;
* Transitions from early intervention to preschool, and preschool to elementary school; and
» School-related readiness and behavior.

Characteristics of Children and Their Families

* Preschoolers identified with disabilities were disproportionately male, 70 percent versus 30
percent female. Two-thirds (67%) were White, 22 percent Hispanic, and 11 percent Black.?

* More than one-quarter (27%) of children with disabilities ages 3-5 were from households
with income levels of $20,000 or less, and more than one-third (34%) were from households
with incomes of more than $50,000. Black children were significantly more likely to be from
low-income households than higher income households.

* Twenty-one percent of fathers and 29 percent of mothers had some college education, while
an additional 21 percent of mothers and fathers had a 4-year college degree or higher.
Nineteen percent of fathers and mothers had less than a high school diploma or GED.

! A small supplemental sample of LEAs and children will be added to PEELS in Wave 2 to account for undercoverage in one
region of the country. Wave 1 sampling weights will be adjusted at the conclusion of Wave 2 data collection.

2 Because of small sample sizes, data could not be analyzed by race for Asian, Native Hawaiian or other Pacific Islanders or for
Native American or Alaska Natives. For reporting purposes, Hispanics of all races are included in the Hispanic group.
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* Two-thirds of children with disabilities ages 3-5 (67%) lived with both biological parents.
Another 5 percent lived with one biological parent and his/her spouse or partner, and 21
percent lived with one biological parent only. While 73 percent of White children lived with
both biological parents, that was true for only 30 percent of Black children.

* For nearly one-third of preschoolers with disabilities (31%), concerns were raised about their
health or development between the ages of 24 and 35 months. For 11 percent, concerns arose
during pregnancy or within the first month after birth, and for 10 percent concerns arose in
the first year.

* Twenty-four percent of preschoolers with disabilities were born three or more weeks
prematurely. The mean birth weight for preschoolers with disabilities was 6.9 pounds.
Children less than 5.5 pounds at birth are typically considered low birth weight. Of children
born prematurely, Black children were born significantly earlier than White children, and
Black children had significantly lower birth weights than Hispanic children and White
children.

* Nearly half (46%) of preschoolers with disabilities were identified as having a speech or
language impairment as their primary disability, and 28 percent were identified as having a
developmental delay as their primary disability. Fewer than 10 percent of preschool children
were identified as having other disabilities as primary. A significantly higher percentage of
White children than Black or Hispanic children were identified as having a speech or
language impairment as their primary disability.

Characteristics of Educational Services and Providers

* On average, preschoolers with disabilities were nearly 3 years old when they started receiving
special education or therapy services from a professional. Children identified as having an
orthopedic impairment, mental retardation, or an other health impairment typically began
receiving services at significantly younger ages than children identified as having other
disabilities.

* The vast majority of children with disabilities ages 3-5 who received special education
services received speech or language therapy (93%). Other common services included special
education in school (42%), occupational therapy (34%), physical therapy (21%), and tutoring
for learning problems (19%). There were some significant variations across racial/ethnic
groups, household income groups, and disability categories.

* To support social interactions between children with and without disabilities, 89 percent of
children’s teachers reported that they provided structured play and task situations that
required such interactions. More than three-quarters (77%) of the teachers reported that they
prompted and reinforced children with disabilities to initiate and maintain interactions with
children without disabilities, and 76 percent of the teachers said they prompted and reinforced
children without disabilities to initiate and maintain interactions with children with
disabilities. A majority of parents (86%) thought their children spent the right amount of time
with typically developing children.

* More than half (55%) of children with disabilities ages 3-5 had a teacher with a graduate
degree; 38 percent had a teacher with a bachelor’s degree. When teachers were asked to
report up to four areas of licensure, the most common were special education (36%), early
childhood special education (31%), and elementary/secondary education (31%). There were
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some significant differences across racial/ethnic groups, household income groups, and
disability categories.

Transitions From Early Intervention to Preschool and Preschool to Elementary School

Of the children with disabilities ages 3-5 who had an individualized family service plan
(IFSP) before age 3, nearly one-third (31%) had a gap between the end of services received
through the Individuals with Disabilities Education Act (IDEA), Part C and the beginning of
preschool services. One-third of all parents believed it took them some or a lot of effort to
find out where to get preschool special education services through the school system.

More than 75 percent of children with disabilities ages 3-5 who moved from one program to
another in the preceding year had teachers who said they encouraged parents or guardians to
meet with staff before the children entered the new school, program, or classroom; had
children and families visit the new school, program, or classroom; provided parents with
written information; had new staff members participate in children’s IEP development; or
called the children’s parents.

The majority of children’s teachers (57%) reported that children and their families had
extremely adequate transition support. More than half (54%) of teachers of kindergarteners
with disabilities reported the students had very easy transitions; however, 15 percent had
somewhat or very difficult transitions.

School-Related Readiness and Behavior

Overall, preschoolers with disabilities who participated in the direct assessment performed
close to the population mean on the Woodcock-Johnson Ill: Letter-Word ldentification.
Children identified as having autism, a speech or language impairment, or an other health
impairment had scores above the population mean. These results varied significantly by age,
with older children performing significantly higher than younger children. They also varied
by race/ethnicity, with White children scoring higher than Black or Hispanic children.
Children in the lowest household income group ($20,000 or less) scored significantly lower
than children in all other income groups.

Overall, preschoolers with disabilities who participated in the direct assessment performed
within one standard deviation of the population mean on the Peabody Picture Vocabulary
Test (PPVT), with a mean score of 90.1. However, mean scores ranged from a low of 69.9 for
children identified as having mental retardation to a high of 94.6 for children identified as
having an emotional disturbance. Significant differences also occurred by race/ethnicity and
income.

The mean performance of 90.3 for preschoolers with disabilities on the Woodcock-Johnson
I11: Applied Problems test was within a standard deviation of the population mean. That was
the case for children identified as having a speech or language impairment (M = 96.4), an
emotional disturbance (M = 94.9), or an orthopedic impairment (M = 91.1). Children
identified as having mental retardation had a mean score more than two standard deviations
below the population mean (M = 60.6). Scores for Black and Hispanic children were more
than one standard deviation below the population mean; that was also the case for children in
the lowest income group.
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Children with disabilities in age Cohort C had a mean score of 91.2 on the Woodcock-
Johnson 1ll: Quantitative Concepts subtest. This subtest was given to children in Cohort C
only, because norms are only available for children 5 and older. Scores ranged from a low of
78.5 for children identified as having mental retardation to a high of 95.6 for children
identified as having a speech or language impairment. Children in all racial/ethnic and
income groups scored within one standard deviation of the population mean.

Teacher ratings on the Preschool and Kindergarten Behavior Scales (PKBS-2) — Social Skills
scale suggested that the social skills of children with disabilities fell well within one standard
deviation of the population mean; however, older children scored significantly higher than
younger children. Mean scores for children identified as having autism and children identified
as having mental retardation were significantly lower than mean scores for children identified
as having other disabilities. Females had significantly higher social skill scores than males.
Significant differences also occurred by race/ethnicity.

Teacher ratings on the PKBS-2 — Problem Behaviors scale revealed that, overall, children
with disabilities performed within one standard deviation of the population mean on problem
behavior. Ratings for children identified as having an emotional disturbance or autism were
high, indicating many problem behaviors; ratings for children identified as having an
orthopedic impairment or a speech or language impairment were low, indicating fewer
problem behaviors. Males had significantly more problem behavior than females, and Black
children had higher ratings than Hispanic or White children. Differences by income group
were also significant.

The mean rating for kindergarteners with disabilities in Cohort C on the Adaptive Behavior
Assessment System |l (ABAS-II) Self-Care scale, which measures each child’s basic
personal care skills, was 8.1, which fell in the lower half of a 20-point scale. Children with
disabilities in Cohorts A and B, who were in early childhood programs (not yet in
kindergarten), had a mean rating of 8.6. Children identified as having an orthopedic
impairment had a mean of 5.2; children identified as having a speech or language impairment
had a mean of 10.0.

The mean rating for kindergarteners with disabilities in Cohort C on the ABAS-II Self-
Direction scale, which assesses each child’s skills in self-control and personal responsibility,
was 8.2. Ratings across disability categories ranged from a mean of 7.0 for children identified
as having autism to 10.5 for children identified as having a speech or language impairment.
Ratings for White preschoolers were significantly higher than those for Black children.
Significant differences also occurred by income group.

Overall, children with disabilities had a mean score of 94.3 on the Motor Skills subscale of
the Vineland Adaptive Behavior Scales. Mean scores for children identified as having an
orthopedic impairment (72.5), an other health impairment (76.0), a low-incidence disability
(81.0; e.g., visual impairment or traumatic brain injury), or mental retardation (68.0) were
more than one standard deviation below the mean.

xxii



Chapter 1: Introduction
Joy Markowitz and Elaine Carlson

In 1986, federal legislation (Public Law 99-457)° increased incentives for states to provide a free
appropriate public education (FAPE) for all children with disabilities ages 3-5 by school year 1991-92.
As of 2001, all states, the District of Columbia, and outlying areas were making preschool special
education services available. In 1986, there were 261,000 children served under the Preschool Grants
Program. By 2001, when all states were making services available, this number reached 598,922
(Trohanis 2002). The number of preschool children receiving special education services continues to
grow, and questions are being asked about the children receiving those services, their families, the nature
of the services provided, and the children’s academic performance (DOE 2005).

The Pre-Elementary Education Longitudinal Study (PEELS), funded by the U.S. Department of
Education, was designed to examine the preschool and early elementary school experiences of children
with disabilities and the outcomes they achieve. The study will follow a nationally representative sample
of children with disabilities ages 3-5 through 2009. Five broad descriptive research questions guide the
data collection, analysis, and reporting for this multiyear study.

* What are the characteristics of children receiving preschool special education?
* What preschool programs and services do they receive?

* What are their transitions like—between early intervention and preschool, and between
preschool and elementary school?

* How do these children function and perform in preschool, kindergarten, and early elementary
school?

* Which child, service, and program characteristics are associated with children's performance
over time on assessments of academic and adaptive skills?

A few key points are critical for understanding the data in this report.

* PEELS draws on a national sample of children with disabilities ages 3-5. The sample is
selected by age, not by grade, so some of the children are in kindergarten; others are in
preschool, day care, or at home. The children may or may not have received early
intervention services through the Individuals with Disabilities Education Act (IDEA) Part C.

* The data in this report were weighted.* Therefore, estimates apply to all children with
disabilities ages 3-5 in the United States, not the sample of participating children.

% Public Law 99-457 amended the Education of the Handicapped Act (EHA), originally passed in 1975. The 1990 amendments
to this law changed its name to what we now know as the Individuals with Disabilities Education Act (IDEA).

4 Sample weights were used to derive population estimates from the sample. To generate the weighted estimates, sample data
were multiplied by the appropriate weight, which reflected the probability of being sampled. For more complete information,
see Lee, H., Carlson, E., Lo, A., Fan, J., Chen, L., and Klein, S. (2004). Final Methodology Report (Deliverable 13.2 under
Contract # ED-01-CO-0082). Rockville, MD: Westat, available at www.peels.org.



* A small supplemental sample of local education agencies (LEAS) and children will be added
to PEELS in Wave 2 to account for undercoverage in one region of the country. Wave 1
sampling weights will be adjusted at the conclusion of Wave 2 data collection. Because of
anticipated reweighting, the data in this report are preliminary.

This report addresses the five broad descriptive research questions posed previously using data
from the first wave of data collection. Chapter 2 describes the study design and methods. Chapters 3-6
each address one of the study questions listed previously. Four appendices are included in this report.
Appendix A contains the standard errors for data tables presented in chapters 1-6. Appendix B contains
data on how PEELS children performed on the Individual Growth and Development Indicators (IGDIs)
developed by the Early Childhood Research Institute on Measuring Growth and Development. The IGDIs
will be used to describe children’s growth and development over time (ECRI-MGD 1998, 2001).
However, because they are not norm referenced, IGDI data are not in chapter 6 with the other assessment
results. Appendix C contains the standard errors for figures presented in chapters 1-6. Appendix D
includes data tables and standard error tables that supplement those in the body of the report. Appendix E
contains detailed information on sampling procedures used in PEELS, and Appendix F provides the
number of children who had various test accommodations by gender, race/ethnicity, cohort, and disability
category.

As additional data become available, PEELS researchers will expand upon the findings in this
report and address how children’s characteristics, services, transitions, and outcomes change over time.
For more complete information on PEELS results, please go to www.peels.org and review the data tables
and reports posted there.



Chapter 2: Methods
Hyunshik Lee and Elaine Carlson

PEELS is designed to describe children ages 3-5 with disabilities and the services they receive,
what their transitions are like from early intervention to preschool and preschool to elementary school,
and their performance in preschool, kindergarten, and elementary school. This chapter provides basic
information on the sample design, data collection instruments and activities, and data analyses.

Sample Design

PEELS used a two-stage sample design to obtain a nationally-representative sample of 3- to
5-year-olds receiving special education services. In the first stage, a national sample of LEAs was
selected. In the second stage, a sample of preschoolers with disabilities was selected from lists of eligible
children provided by the participating LEAs.’

We will refer to different samples throughout the chapter, so it may be helpful to define them
clearly from the outset. The sample selected following the original sample design is called the main
sample. This sample was selected by a two-stage design, LEAs at the first stage, and children at the
second stage. To address nonresponse bias at the LEA level, a nonresponse bias study sample was
selected from the nonparticipating LEAs (details will be explained later). The combined sample of the
main and the nonresponse study sample is a three-phase sample, where the first-phase is the same as the
main sample, the second-phase is a combined LEA sample comprised of the main sample LEAs and the
nonresponse study sample LEAs, and the third phase is the sample of children selected from the
combined LEA sample.

Main LEA Sample

In 2001, SRI International, the contractor for the design work on PEELS, selected 2,752 LEAs
from the universe of LEASs serving preschoolers with disabilities. The sample was stratified by Census
region, estimated preschool special education enrollment size, and district poverty level. It was then
divided into subsamples. The contractor recruited from the minimum number of subsamples possible to
secure participation from 210 LEAs, the target number needed to generate a sufficient number of children
in the second stage sample. Ultimately, 709 LEAs were contacted during recruitment, and 245 LEAs
agreed to participate.

The design contractor contacted directors of special education and superintendents to secure the
districts’ participation. A participating LEA was required to return a signed agreement form stating the
district would complete the following tasks:

* Provide one or more names and contact information for a potential site coordinator for the
study;

e Allow the site coordinator and other cooperating district staff to recruit families into the
study;

* Forward contact information from parents who consented to participate in the study;

® In this report, the terms LEA and district will be used interchangeably.



« Allow selected teachers, other service providers, and principals of sampled children to
complete a mail questionnaire; and

« Allow selected children to participate in a direct assessment, with parental consent.

The design contractor focused recruitment efforts on very large LEAs because a large proportion
of the sample would be selected from these districts, and smaller LEAs could be replaced. Because the
initial recruitment occurred in 2001, and data collection did not begin until 2003, Westat, the contractor
for the implementation phase, recontacted the participating LEAs to confirm their willingness to
participate.

In spring 2003, forty-six of the 245 LEAs recruited in 2001 dropped out of the study. The 199
remaining LEAs confirmed their participation and began to supply Westat with the lists of preschool
children receiving special education services.

Nonparticipation of a large state in phase 1 of LEA recruitment created serious undercoverage for
the region in which the state is located. In 2003, Westat tried to replace large districts in the region that
dropped out of the study by sampling four additional large LEAs from the state, in the hope of reducing
the undercoverage. Only one of those four LEAs agreed to participate in PEELS; therefore, the
undercoverage of that region was largely unresolved. To address this undercoverage, additional LEAs
will be recruited in Wave 2 to include more districts from the previously nonparticipating state.
Therefore, results from Wave 1 will be considered preliminary until the supplemental sample is added.

To address concerns about nonresponse bias, the U.S. Department of Education funded a
comprehensive nonresponse study. In Wave 1, Westat selected a sample of 32 LEAs from among the 464
nonparticipating LEAs that SRI originally recruited and asked them to participate fully in the study. Since
the nonresponse bias study sample size was too small, it was not possible to use the original main sample
design, and so only size was used to stratify the 464 nonparticipating LEAs to select the sample of 32.
Twenty-five of those LEAs (78%) initially agreed to participate in the study. This nonresponse study
sample was roughly 10 percent of the size of the main LEA sample. Because the results of the
nonresponse bias study showed no systematic differences between the respondents and nonrespondents,
the two samples were amalgamated into a single sample as if they had been selected as one.

Child Sample

Participating districts in the combined sample submitted lists of eligible children, from which the
sample of children was selected. The first was a historical list that asked districts to identify age-eligible
children who had an individualized education program (IEP) prior to March 1, 2003 (or an Individualized
Family Service Plan [IFSP] for districts using IFSPs for children 3 to 5). The second set of lists, called
ongoing lists, were submitted monthly for one year and asked districts to identify newly eligible children
in the district by listing children who received their first IEP in the given month. Districts identified
children using numbers, rather than names, to maintain confidentiality. Children who transferred from
another district with an IEP already in effect were not included on the ongoing lists.

The lists of child identification numbers submitted by the districts were checked for ineligible or
duplicate cases within and across lists. Errors were corrected through communication with district site
coordinators. Westat began selecting children from historical and ongoing lists late in the 2002—03 school
year. The districts continued to send lists of children once a month as the children entered the special
education system, and Westat continued to select additional children for the site coordinators to recruit.
By the end of family recruitment, Westat had selected a sample of 5,258 children.



There are three age cohorts in PEELS: Cohort A is comprised of 3-year-olds; Cohort B of 4-year-
olds, and Cohort C of 5-year-olds, defined in table 1. Cohort A consists of children in the specified age
range who were newly enrolled in the special education program during the recruitment period, and they
were to be sampled as they enrolled. These children are on the “ongoing” list. Cohort B consists of
children in the eligible age range who were enrolled before the recruitment period (“historical”) and
children who were newly enrolled (i.e., ongoing). Cohort C also consists of historical and ongoing
children. Thus, there are five combinations of age cohort and historical-ongoing status for each district.
These combinations will be called child sampling classes.

Table 1. Definition of PEELS age cohorts

Age at entry
Cohort into PEELS Date of birth
A 3yearsold  3/1/00 through 2/28/01
B 4 yearsold © 3/1/99 through 2/29/00
C 5yearsold = 3/1/98 through 2/28/99

Historical-list children were sampled using predetermined sampling rates when the participating
districts provided their historical lists of 4- and 5-year-old children. Children on the ongoing lists were
sampled as the districts periodically sent lists of 3-, 4-, and 5-year-olds. Each district had a predetermined
sampling rate, which was typically used throughout the recruitment period. However, in some cases, the
sampling rates were recalculated based on updated district size information.

The historical sampling rates were generally lower than the ongoing sampling rates within a
cohort. Both rates were determined to achieve the target sample sizes for the five combinations, while
keeping the weights within the combinations as equal as possible. One constraint to this weighting was a
cap of 80 children for each district. This cap was set so no individual districts would be overburdened.
Although the cap was considered in determining the sampling rates, Westat nonetheless surpassed the cap
in a few instances because some large districts submitted lists that included more children than we
predicted. In these cases, the sample was reduced to 80.

To determine the sampling rates for the five child sampling classes in each district in the main
sample, we used district-level sampling weights and district-level child counts, by cohort. We calculated
the sampling rates for each LEA based on LEA child counts we obtained from SEA personnel or
websites. Most of the child counts were from December 2003; some were older. For the nonresponse bias
study, for each of the 25 LEAs, the cohort sampling rates were determined in order to obtain
homogeneous child weights.

Family Recruitment

Once children were sampled from the historical or ongoing lists, Recruitment Packets were sent
to the district site coordinators. Site coordinators were responsible for determining if sampled children
were eligible and, if so, invited their parents or guardians to participate in PEELS. While some family
recruitment began in summer 2003, it began in earnest in fall 2004. Each recruitment packet included
Enrollment Forms (Part 1 and Part 2), a PEELS brochure, a cover letter explaining the study, a PEELS
magnet, and a postage-paid envelope addressed to Westat.

Each recruitment packet was arranged according to the unique PEELS identification number
assigned by Westat to each sampled child. Site coordinators from each district were given a recruitment



log, which listed each child’s PEELS identification number along with the child’s district identification
number (submitted on the historical/ongoing lists). Site coordinators were asked to match the
identification numbers on the log with the proper child, apply eligibility standards, then invite the eligible
families to participate in PEELS. Site coordinators were also encouraged to document the recruitment
process using the log.

Part 1 of the PEELS Enrollment Forms was eight questions long, and was typically filled out by
the district’s site coordinator before inviting the family to participate in the study. Five of the eight
questions on the form asked site coordinators for non-identifying information for each child sampled.
Westat collected these data to test for differences between families that agreed and those that declined to
participate in PEELS. The remaining three questions on the Enrollment Form were used to determine the
eligibility of each family selected. PEELS had three eligibility criteria:

1. There was an English- or Spanish-speaking adult or an adult who used signed communication
in the household who could respond to the telephone interview or alternatively respond using
a telephone relay service or interpreter for the hearing impaired.

2. This was the first child in the family sampled for PEELS.

3. The sampled child’s family resided in the participating school district at the time of
enrollment in PEELS.

If all three eligibility criteria were met, families were given recruitment materials, including a
letter explaining the study, the PEELS brochure, and a magnet. The site coordinator informed the family
that PEELS is a longitudinal study, that participation is voluntary, and that they could drop out at any
time. Site coordinators stressed Westat’s commitment to confidentiality, ensuring the family that their
identity would be protected and that only aggregate data would be reported.

Families that agreed to participate were asked to fill out the PEELS Enrollment Form, Part 2,
which asked for identifying information such as names, contact information, the type of services the child
received, and the name of the child’s teacher or service provider. Once they submitted a signed consent
form agreeing to allow Westat to conduct the parent telephone interview, the child assessment, and the
teacher/service provider questionnaire, parents received $15. Site coordinators were paid $30 for each
family they recruited.

As site coordinators enrolled families to participate in PEELS, their cases were released for the
various data collection activities, including the parent telephone interview, the child assessment, and the
teacher and program administrator questionnaires. Family recruitment ended on June 7, 2004.

Westat received completed enrollment forms for 4,072 children. Based on those enroliment
forms, 88 percent of families were found eligible, and 81 percent of those eligible agreed to participate.
Signed consent forms were received from 2,678 families in the main sample and 229 families in the
nonresponse sample (total of 2,907 families).

Data Collection Instruments and Activities

Wave 1 data were collected through several different instruments and activities, including a
telephone interview with the participating children’s parents/guardians, direct one-on-one assessment of
participating children, and mail questionnaires to the teacher or service provider of each child.
Additionally, questionnaires were mailed to program/school-, LEA-, and state-level administrators to
obtain contextual information about service environments.



Parent/Guardian Interview. A parent/guardian of each child in the sample was asked to
complete a 1-hour computer-assisted telephone interview (CATI) about the participating child’s health
and disability, behavior, school programs and services, special education and related services, child care,
and out-of-school activities. Respondents also were asked a series of questions about their household, its
resources, and family background.

Parent interviews for Wave 1 were conducted between October 2003 and June 2004 and averaged
58 minutes. The interviews were conducted in English, Spanish, signed communication, or by using a text
telephone, based upon respondent preference. In Wave 1, interviews were conducted with 2,802 families,
for a 96 percent response rate.

Assessment Instruments. The direct one-on-one assessment was designed to obtain information
on the knowledge and skills of preschoolers with disabilities. Ultimately, PEELS will examine the growth
children exhibit over time and factors associated with differences in growth among children. More than
400 assessors in participating LEAs were employed and trained to administer the one-on-one assessment
with participating children. The assessors included school psychologists, teachers, administrators, and
other individuals experienced in administering standardized assessments to young children with
disabilities.

The assessors were responsible for determining which assessment the child would be given—
direct or alternate—and if the child needed a Spanish assessment. An alternate assessment was given if
the child could not follow simple directions, had a visual impairment that would interfere with test
administration, or if the child began the direct assessment but could not meaningfully participate due to a
disability. Assessors also determined if test accommodations were needed based on short interviews with
teachers, service providers, or parents. Arrangements for assessments were scheduled with early
childhood education programs, elementary schools, teachers, special educators, and parents.

Training for PEELS assessors included video-based instruction on test procedures, as well as a 1-
1/2 day in-person training that was conducted at several locations around the country. Also, each assessor
was given a procedures manual. The administrative procedures associated with PEELS assessments were
explained during the in-person training, and the assessors practiced each subtest following the protocol
prescribed for PEELS.

In Wave 1, a direct or alternate assessment was completed for 96 percent of the participating
children (84% direct, 12% alternate). The direct assessment averaged about 40 minutes and included the
following subtests:

e preLAS 2000 Simon Says (Duncan & De Avila 1998);

e preLAS 2000 Art Show (Duncan & De Avila 1998);

e Peabody Picture Vocabulary Test (Dunn & Dunn 1997);

* Woodcock-Johnson IlI: Letter-Word Identification (Woodcock, McGrew, & Mather 2001);

« Woodcock-Johnson IlI: Quantitative Concepts (Woodcock, McGrew, & Mather 2001);

* Woodcock-Johnson IlI: Applied Problems (Woodcock, McGrew, & Mather 2001);

e Leiter-R Attention Sustained Scale (Roid & Miller, 1995, 1997);



e Individual Growth and Development Indicators: Picture Naming (ECRI MGD 2004);
e Individual Growth and Development Indicators: Alliteration (ECRI MGD 2004);
e Test of Early Math Skills (US HHS 2005b);

e Individual Growth and Development Indicators: Rhyming (ECRI MGD 2004); and

Individual Growth and Development Indicators: Segment Blending (ECRI MGD 2004).

The preLAS 2000. The oral language component of this test is designed to assess the oral
language proficiency of second-language English learners. PEELS used receptive vocabulary and
expressive vocabulary subtests and administered them to all the participating children to determine
whether children had adequate oral language skills to complete the direct assessment. In fact, preLAS
served as a screening device not only for English language learners but also children whose disabilities
delayed their oral language development. On the Simon Says subtest, assessors asked children to perform
a variety of tasks to determine if they understood simple commands. On the preLAS 2000 Art Show,
assessors asked children to identify objects in a series of pictures. For later items, assessors also asked the
child to identify uses for the objects. Test developers reported a cross-form correlation of .89 for Simon
Says and a cross-form coefficient of .94 for Art Show. Cronbach’s alphas ranged from .88 to .90 (Duncan
& De Avila 1998). In all, 2,433 children in PEELS took preLAS Art Show, and 2,437 took Simon Says.

The Peabody Picture Vocabulary Test. In this widely used test of receptive language, assessors
show children a page with four pictures and ask them to point to the picture of the item that the assessor
names. The version we used for PEELS had been shortened using item response theory. Item response
theory (IRT) uses the pattern of correct, incorrect, and omitted responses to the items actually
administered in a test and the difficulty of each item to estimate the score each child would have obtained
if all of the test items had been administered. In the adapted Peabody Picture Vocabulary Test (PPVT)
used in PEELS, all children completed a core set of items. Based on their performance on the core, they
either took an easier, basal set of items; stopped after the core set; or took a harder (ceiling) set of items.

This adaptation was based on the full-length PPV/T-111 and earlier work for the Head Start Family
and Child Experiences Survey (FACES) and Head Start Impact Study (HSIS). The 32-item PEELS PPVT
is very similar to the 40-item HSIS 2002 test. Based on findings with the shortened version of the PPVT
in the HSIS sample, it was decided to remove some of the more difficult items and add some easier items
for the PEELS adaptation of the PPVT. In selecting items for both HSIS and PEELS, the goal was to
select a core item set at the optimal level of difficulty for the 67 percent of the PEELS target population
found between the mean plus or minus 1 standard deviation (u = o). In this case, 67 percent of the PEELS
children would only need to be administered the core item set. Easier items on the PPVT were used in the
basal set and harder items in the ceiling set. With these adjustments, PEELS Form A (for Wave 1) was
constructed with 32 items, 14 core items, 8 basal items, and 10 ceiling items.

The IRT true-score for the items in the Form A core set was used to derive basal and ceiling
decision rules appropriate for the PEELS target population. The IRT true-score was a model-based
estimate of the number-right raw score, which assessors could calculate in the field by adding up the
number of correct responses on the core set. We expected about 67 percent of the population to be found
between -2.419 and -0.393. These values roughly correspond to 6 correct responses at the low end and
12 correct responses at the high end. Consequently, the basal decision rule stated that six or fewer correct
responses required administration of the basal items. In planning the assessment, we expected
approximately 16 percent of the children to receive 14 core plus 8 basal items, for a total of 22 items. The
ceiling decision rule stated that 12 or more correct responses required administration of the ceiling items.



We expected approximately 16 percent of the children to receive 14 core plus 10 ceiling items for a total
of 24 items. We expected the remaining 67 percent to receive only the 14 core items, reducing
substantially the average time required for completing the subtest. The IRT estimate of test reliability for
a population having distribution parameters equal to those of the PEELS latent ability distribution is ry, =
0.781. The sample-based IRT reliability obtained from ability estimates and standard errors of
measurement is r,, = 0.861.

The PPVT short forms yield the same expected score values as the full PPVT, making the
publisher’s norms appropriate. The expected score values on the shortened form have a somewhat larger
standard errors, due to the smaller number of items. The larger standard errors could be problematic in a
clinical setting in which decisions are being made about individuals. However, in a research setting,
standardized scores are used for population and subgroup estimates, and the norms allow comparisons
with the overall national population of identical age.

The standard version of the PPVT-IIl had high alternate form reliability for the standardized
scores (.88 to .96). Split-half reliability coefficients were also high (.86 to .97). Test-retest reliability
coefficients were in the .90s (Dunn & Dunn 1997). PPVT-III scores were significantly correlated with
age; the steepest part of the growth curve occurred from age 2 % to 12. Dunn and Dunn (1997) reported
that the PPVT-11I correlated with the Wechsler Intelligence Scale for Children—Third Edition (Weschler
1991; r = .82 to .92), Kaufman Adolescent and Adult Intelligence Test (Kaufman & Kaufman 1993;
r=.76 to .91), Kaufman Brief Intelligence Test (Kaufman & Kaufman 1990; r = .62 to .82), and the Oral
and Written Language Scales (Carrow-Woolfolk 1995; r = .63 to .83). PPVT standard scores were
generated for 2,352 PEELS participants.

The Woodcock-Johnson Il Letter-Word ldentification subtest. This test requires children to
identify letters that appear in large type on their side of the assessment easel. Later items require children
to read words aloud. McGrew and Woodcock (2001) reported a .92 one year test-retest correlation for
children ages 4 to 7. Test scores were correlated with age (McGrew & Woodcock 2001). They also
reported that the complete Woodcock-Johnson 111 achievement battery was correlated with the Wechsler
Individual Achievement Test (Weschler 1992; r = .79) and the Kaufman Test of Educational
Achievement (Kaufman & Kaufman 1985; r =.79). In PEELS, 2,434 children had standard scores for the
Woodcock-Johnson 111 Letter-Word Identification subtest.

The Woodcock-Johnson I1l: Quantitative Concepts subtest. This test measures knowledge of
mathematical concepts, symbols, and vocabulary. The subtest is divided into two parts. Part A, Concepts,
requires the child to count and identify numbers, shapes, and sequences. Part B, Number Series, requires
the child to look at a series of numbers, figure out the pattern, and then provide the missing number in the
series. Test developers reported that scores on the Quantitative Concepts subtest were correlated with age
(McGrew & Woodcock 2001). For Wave 1, it was given only to children ages 5 and older; 866 PEELS
children had Woodcock-Johnson 111 Quantitative Concepts standard scores.

The Woodcock-Johnson I11: Applied Problems subtest. This test requires the child to analyze and
solve math problems. To solve the problems, the child listened to the problem, recognized the procedure
to be followed, and then performed relatively simple calculations. Test developers reported a one year
test-retest correlation of .92 for children ages 4 to 7 (McGrew & Woodcock 2001). Standard scores on the
Applied Problems subtest were available for 2,437 children in PEELS.

The Leiter-R Attention Sustained scale. This test measures a child’s ability to attend to a series of
pictures. This was a timed task in which assessors showed children an image and asked them to identify
and mark all of the matching images on the page using a marker. Assessors administered different
versions of this subtest depending on the child’s age. Roid and Miller (1997) reported a test-retest



reliability coefficient of .85 on the complete Leiter-R, which is a non-verbal test of intelligence and
cognitive ability. They also cited a significant correlation between the complete Leiter-R and the
Weschler Intelligence Scale for Children-I11, Full Scale I1Q (r = .86). Correlations of .33 to .62 were
reported for the Stanford-Binet—Fourth Edition (Thorndike, Hagan, & Sattler in Roid & Miller 1997),
Wide Range Assessment of Learning and Memory (Adams & Sheslow in Roid & Miller, 1997), and Test
of Memory and Learning (Reynolds & Bigler in Roid & Miller 1997). Full Leiter-R scores were
correlated with age. The growth curve showed an upward trend until age 15 and then reached a plateau.
The multiple correlation with age was .98 (Roid & Miller 1997). In all, 2,218 children in PEELS had
standard scores on the Leiter-R Attention Sustained scale.

IGDI Picture Naming. In this timed task, assessors show children pictures and ask them to name
as many pictures as possible in one minute. McConnell, Priest, Davis, & McEvoy (in Missal &
McConnell 2004) reported one month alternate-form reliability coefficients from r = .44 to .78 and three
week test-retest reliability of r = .67. IGDI Picture Naming correlated with a variety of other language
development measures, including PPVT-IIl (r = .56 to .75) and the Preschool Language Scale-3
(Zimmerman, Steiner, & Pond 1992; r = .63 to .79). IGDI Picture Naming scores were significantly
correlated with chronological age (r = .41; Missal & McConnell 2004). McConnell and colleagues and
Missall (in Missal & McConnell 2004) also reported concurrent validity with the Dynamic Indicators of
Basic Early Literacy Skills Letter Naming Fluency (DIBELS; Kaminski & Good 1996; r = .32 to .37) and
Onset Recognition Fluency (r = .44 to .49). In PEELS, 2,185 children completed the IGDI Picture
Naming subtest.

IGDI Alliteration. This is a timed 2-minute task in which assessors show children a picture at the
top of the page and three pictures at the bottom of the page, and name the pictures for the children. The
assessor asks the children to identify which of the items at the bottom of the page starts with the same
sound as the item at the top of the page. It was given only to children 4 and older. Test-retest reliability
over a three week period was r = .46 to .80. Missal and McConnell (2004) reported that the IGDI
alliteration subtest correlated with a number of other standardized tests of early literacy, including the
PPVT Il (r = .40 to .57), Test of Phonological Awareness (r = .75 to .79), and Concepts About Print
(r=.34 to .55). The Alliteration scores were also correlated with age (r = .61) (Missal & McConnell
2004). McConnell and colleagues and Missal (in Missall & McConnell 2004) reported moderate to high
concurrent validity with DIBELS Letter Naming Fluency (r = .39 to .71). Because of the age
requirements, only 780 children in PEELS completed the IGDI Alliteration subtest in Wave 1.

The Test of Early Math Skills. This test measures a variety of mathematical concepts, including
counting, adding, and number and shape identification. It was developed for use as part of the Head Start
National Reporting System (HSNRS) and is based on items adapted from the Early Childhood
Longitudinal Study-Kindergarten cohort (ECLS-K) Mathematics assessment (US HHS 2005b). Test
developers reported test-retest reliability of r = .79. Correlations with other tests used in the Head Start
National Reporting System showed discriminant validity: abbreviated PPVT-1I1 (r = .43), Letter Naming
(r = .62), and Pre-CTOPP Elision (r = .40) (N. Zill, personal communication). Standard scores on the Test
of Early Math Skills were generated for 2,434 PEELS children in Wave 1.

The IGDI Rhyming subtest. In this test, assessors show children a series of pictures and ask them
which one rhymes with the target picture. The children identify as many pictures as possible in two
minutes. In PEELS, this subtest was given only to children ages 4 and older. In this task, Missal and
McConnell (2004) reported test-retest reliability of r = .83 to .89. McConnell and colleagues (in Missal &
McConnell 2004) reported that IGDI Rhyming was correlated with the PPVT Il (r = .56 to .62),
Concepts About Print (Clay 1985; r = .54 to .64), and Test of Phonological Awareness (Torgeson &
Bryant 1994; r = .44 to .62). Tests of concurrent validity with DIBELS Letter Naming Fluency (r = .48 to
.59) and DIBELS Onset Recognition Fluency (r = .44 to .68) were moderate (McConnell et al. & Missall
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in Missal & McConnell 2004). IGDI Rhyming scores were significantly correlated with children’s age
(r = .46) (Missal & McConnell 2004). In Wave 1 of PEELS, 827 children completed this subtest.

The IGDI Segment Blending subtest. This test assesses children’s ability to blend sounds in
words. Assessors read a series of words in segments, clearly pronouncing each word, syllable, or
phoneme with a half-second pause between each segment. They then ask the children to verbalize the
blended version of the word. The children blend as many words as possible in two minutes. This is a new
assessment, and no psychometric data are currently available. In PEELS, it was given to children ages 4
and older. IGDI Segment Blending scores were available for 1,712 children.

A Spanish version of the direct assessment was available for children who had limited
comprehension of English as demonstrated by 1) answering fewer than five items correctly on the English
version of the preLAS Simon Says and Art Show (combined) and 2) answering five or more items
correctly on the Spanish preLAS Simo6n Dice and Muestra de Arte (combined). The Spanish assessment
included subtests from preLAS 2000 Simén Dice and Muestra de Arte; Woodcock-Mufioz Letras y
Palabras; Problemas Aplicados, and Conceptos Cuantitativos; Leiter-R Attention Sustained Scale;
Individual Growth and Development Indicators: Picture Naming; and Test of Early Math Skills. Because
of the small number of children completing the direct assessment in Spanish (N = 25), Spanish direct
assessment results are not presented in this report. However, 22 of those children’s teachers also
completed an alternate assessment for them, and all alternate assessment results are reported in this report.

For children who could not complete the direct assessment in English, the Adaptive Behavior
Assessment System Il (ABAS-II) was used as an alternate assessment. The ABAS-II is a checklist of the
child’s functional knowledge and skills, and is completed by a teacher or other service provider. It
assesses children’s functional performance in several areas: communication, community use, functional
(pre) academics, school living, health and safety, leisure, self-care, self-direction, social, and work. It also
can be used to produce composite scores in conceptual, social, and practical domains. The ABAS-I1I has
two versions. The first version, the Teacher/Daycare Provider Form, is for children not yet in
kindergarten. The second version, the Teacher Form, is for children in kindergarten or higher grades.
Three hundred thirty-eight PEELS children requiring an alternate assessment had standard scores on the
entire Teacher/Daycare Provider Form, and 17 had standard scores on the entire Teacher Form. These
counts include children who took a direct assessment in Spanish and also had an alternate assessment
completed for them.

Harrison and Oakland (2003) reported coefficient alpha reliabilities for the ABAS-I1 subtests on
the Teacher/Daycare Provider Form ranging from .72 to .94, depending on the age group and subtest, with
higher reliabilities for composite domain scores (r = .92 to .97). On the Teacher Form, they reported
coefficient alphas ranging from .84 to .97, with composite domain coefficients in the .96 to .98 range.
Test-retest reliabilities for periods of two days to six weeks ranged from .66 to .98, depending on age
level and subtest. The correlation between the overall composite scores on the ABAS-I11, Teacher/Daycare
Provider Form, and Vineland Adaptive Behavior Scales, Classroom Edition was r = .75. The correlation
between the ABAS-II Teacher Form overall composite and Vineland overall composites was r = .84
(Harrison & Oakland 2003).

Assessment procedures. When a case was assigned to an assessor, the assessor received a
scoring booklet that was specific to the child. A label on the cover indicated the child’s first name, last
initial, and date of birth. The scoring booklet included instructions for administering the assessments as
well as a place for recording children’s responses to each item in each subtest. The scoring booklet also
included a place to record information from a screening interview the assessor conducted with the child’s
teacher, service provider, or parent. The screening interview was designed to prepare the assessor for the
interview. It helped identify any needed test accommodations, whether the child could participate in the
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standard assessment or required an alternate assessment, and whether the child should be referred to a
bilingual assessor. Before returning the completed scoring booklet, assessors completed a child
assessment summary, which captured contact information for the child’s current teacher or service
providers, whether the direct or alternate assessment was used, the date the assessment was completed,
the location where it was completed, accommodations used, and the assessor’s certification that he/she
assessed the child and the scores were an accurate representation of the child’s performance.

If an alternate assessment was required, the assessor gave the ABAS-II to the appropriate
respondent and documented the reason for the alternate assessment in the child assessment summary. The
assessor received $50, and the person completing the alternate assessment received $50.

Assessors were instructed to offer a variety of test accommodations so participating children
could demonstrate what they know and what they can do. In order to assist with decisions regarding
accommodations, the PEELS Assessors’ Manual included 21 pages from the following document:
Making Assessment Accommodations: A Toolkit for Educators (Council for Exceptional Children 2000).
These pages contain references to accommodations in the IDEA, guiding principles for making
assessment accommodations, a description of types of accommodations (e.g., scheduling, setting,
presentation, and response), and questions and answers about making accommodations. As noted
previously, assessors determined what test accommodations were needed for individual children based on
information gathered during the Screening Interview.

The following accommodations were provided without prior approval:

* enlarged print,

e assessments given by someone familiar with the child,

e assessments given with someone familiar with the child present,

« someone to help the child respond,

» specialized scheduling,

e adaptive furniture,

« special lighting,

e abacus,

* communication device, and

« multiple testing sessions.

The above accommodations are among those permitted on the Woodcock-Johnson Il
Achievement Battery. (McGrew & Woodcock 2001). Prior approval was required for using sign language
interpreters, because of procedures established for their remuneration.

The numbers of children who received various accommodations were as follows:

e 19 used adaptive furniture,
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¢ 9 used a communication device,

e 2 used an enlarged print test easel,

e 3 had a familiar person administer the assessment,

e 174 had a familiar person present in the room during testing,
e 101 completed the assessment in multiple test sessions,

e 14 used a person to help the child respond to items,

e 1lused asign language interpreter, and

e 14 used some other accommodation (e.g., parent present, quiet location, and gave some
answers in Spanish).

A total of 350 children had one or more accommodations, which is 14 percent of the children who
completed the direct assessment and for whom accommodation data were available. Appendix F provides
information on the number of children who had various test accommodations by gender, race/ethnicity,
cohort, and primary disability. In regard to having one or more test accommodations, there were no
significant differences by gender, race/ethnicity or cohort. There were differences across disability
categories, ranging from 10 percent of children identified as having a speech or language impairment to
37 percent of children identified as having an orthopedic impairment.

Children tested with accommodations were included in assessment results, and data on their
performance was analyzed in the same way as data for children who did not require accommodations.

Mail Questionnaires. Wave 1 of PEELS included several mail questionnaires. The State
Education Agency Policy and Practices Questionnaire, which was sent to state preschool special
education coordinators, listed a number of program areas and requested information about the state’s
strengths, weaknesses, and work toward improvement in these areas. The questionnaire also included
items on inclusion policies, collaboration with early intervention providers in the state, and interagency
agreements related to preschoolers with disabilities. We received all 51 questionnaires for a 100 percent
response rate. This questionnaire will not be administered again in Waves 2 through 5, because we expect
the state policy context to be relatively stable over that length of time.

The Local Education Agency Policy and Practices Questionnaire was sent to local directors of
special education. It was used to collect information on LEA enrollment figures and demographics,
availability of preschool programs for nondisabled children, use of various preschool special education
service settings, and interagency agreements related to preschoolers with disabilities. The questionnaire
also included a list of program areas, and local directors were asked about the LEA’s strengths,
weaknesses, and work toward improvement in these areas. The response rate for this questionnaire was 90
percent. This questionnaire will not be administered again in Waves 2 through 5, because we expect the
local policy context to be relatively stable over that length of time.

The Elementary School Principal Questionnaire or Early Childhood Program Director
Questionnaire was sent to principals or program directors, as appropriate, of the children’s schools/
programs. These questionnaires ask about school/program and community characteristics; student
characteristics; staff, programs, and resources; special education programs and practices; and parent
involvement. Only one Elementary School Principal Questionnaire or Early Childhood Program Director
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Questionnaire was sent to each school/program, regardless of the number of PEELS-participating
children. The initial response rate was 40 percent, but the field period for these instruments was reopened
in 2005, allowing researchers to follow up with initial nonrespondents. The final response rate was 72
percent. Results from the Elementary School Principal Questionnaire and Early Childhood Program
Director Questionnaire will be reported in 2006.

In Waves 2 through 4, these questionnaires will be sent to principals/program directors of PEELS
children who move to new schools or programs. In Wave 5, the data collection will be repeated with
principals of all participating children.

Two versions of the teacher questionnaire were used in Wave 1, the Early Childhood Teacher
Questionnaire (for children not yet in kindergarten) and the Kindergarten Teacher Questionnaire. An
Elementary Teacher Questionnaire for children in grades 1 and higher will be added in Wave 2. All three
teacher questionnaires ask about the specific child named on the inside cover and the child’s experiences
in the class or program. Questionnaire items address classroom staffing and materials, interaction with
nondisabled peers, teachers’ philosophies of early childhood education, and children’s transitions in and
out of their current programs. A pull-out section of the teacher questionnaires addresses the children’s
special education programs and related services. For Wave 1, the questionnaires were completed by either
the classroom teacher or the special education service provider, as appropriate.

The teacher questionnaires also include the following teacher rating scales (indirect assessments):
three subtests of the ABAS-II—Functional (Pre) Academics, Self-Care, and Self-Direction; the Vineland
Adaptive Behavior Scales Classroom Edition, Motor Skills Domain; and the Preschool and Kindergarten
Behavior Scales, Second Edition. The Kindergarten Teacher Questionnaire also includes an Academic
Rating Scale (ARS). Seventy-five percent of children’s teachers in Wave 1 returned questionnaires. One
teacher questionnaire will be sent to the teachers of participating children in Waves 2 through 5.

Three subscales of the ABAS-II were included with mail questionnaires sent to every child’s
teacher. In Wave 1, there were 1,561 children who had scores on the Pre-Academics, Self-Care, and Self-
Direction scales from the Teacher/Daycare Provider Form. Another 237 had Functional Academics, Self-
Care, and Self-Direction scores from the Teacher Form generated from responses to the Kindergarten
Teacher Questionnaire.®

The Fine Motor and Gross Motor subscales from the Vineland Adaptive Behavior Scales
Classroom Edition are included in the PEELS teacher questionnaires to provide a measure of each child’s
motor skills. Teachers are asked to rate the child’s performance on a series of behaviors using a three-
point scale: 1, usually, 2, sometimes or partially, and 3, never. Teachers select their responses from one of
two columns depending on whether they observe the child performing the behavior or if their ratings are
based on an estimate. The children’s scores on the two subscales are summed and converted into one
standardized motor skills score.

The standard scores are based on a distribution with a mean of 100 and a standard deviation of
15. Norms for the Vineland Motor Skills domain were developed only for children ages 3 to 6, since
motor development levels drop off after that age. Scores for children ages 3 to 6 showed patterns of
growth similar to the norm population (Sparrow, Balla, and Cicchetti 1985).

The coefficient alpha reliability for the Motor Skills domain was .80 (Sparrow et al. 1985).
Correlations between the Vineland Motor Skills standard scores and Adaptive Behavior Composite
standard scores on the Kaufman Assessment Battery for Children (K-ABC) (Lambert & Windmiller

¢ Information on the reliability of the ABAS-I1 was provided previously in the section on the alternate assessment.
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1981), ranged from .23 to .60 in a sample of nondisabled children, with the highest correlation for
nonverbal skills (Mealor in Sparrow et al. 1985). Correlations were moderate between the Vineland
Motor Skills standard scores and PPV T-Revised standard scores (r = .20; Sparrow et al. 1985). In all,
2,084 PEELS children received motor skills composite scores.

The PKBS-2, which was included in the Early Childhood Teacher and Kindergarten Teacher
Questionnaires, is specifically designed to evaluate the social skills and problem behaviors of children
ages 3 to 6. It is a norm-referenced, standardized instrument that includes two scales, a social skills scale
(34 items) and a problem behavior scale (42 items) (Merrell 2002). PEELS used the school-rater form.

Test developers reported Cronbach alpha coefficients of .96 to .97 for ages 3 to 6 on the Social
Skills scale and .93 to .95 on the Problem Behavior scale. Three week test-retest reliability for subscales
of the Social Skills scale ranged from .58 to .66. For subscales of the Problem Behavior scale, test-retest
reliability was in the .70 to .78 range. Merrell (1995) reported significant correlations between the PKBS-
2 and the Social Skills Rating System (SSRS, Gresham & Elliott 1990), Matson Evaluation of Social
Skills with Youngsters (Matson, Esvelt-Dawson, & Kazdin 1983), Connors Teacher Rating Scales
(Conners, 1990), and School Social Behavior Scales (Merrell 1993).

The ARS was developed and used in the Early Childhood Longitudinal Study-Kindergarten
cohort (ECLS-K) to measure teachers’ evaluations of children’s academic achievement in a number of
domains. Teachers were instructed to rate each child’s skills compared with those of other children the
same age or grade level. Teachers rated children’s skills on a scale from “not yet” to “proficient.” ltems
were developed using a variety of criteria, including coverage of skills identified in the literature as
predictive of later achievement and skills, knowledge, and behavior included in recent state and national
curriculum standards (Pollack et al. 2005). However, no data are currently available on the reliability and
validity of the scale. ARS scores were available for 251 PEELS children in Wave 1. The number of Wave
1 respondents and the response rate for each instrument is presented in table 2.

Table 2. Total number of respondents for each PEELS instrument

Instrument type Total N Response rate
Parent interview 2,800 96%
LEA questionnaire 196 80%
State education agency questionnaire 51 100%
Early childhood teacher questionnaire 1,913 76%
Kindergarten teacher questionnaire 259 71%
Childassessment [ 2795[ 96%
English direct assessment only 2,437 84%
Spanish direct assessment only 3 <1%
Alternate assessment only 333 11%
Alt assessment & Spanish direct assess 22 <1%

Data Preparation and Analysis

In data preparation, imputation was conducted for selected items on the child assessment data,
teacher questionnaire data, and parent interview data. In general, the item missing rate was quite low,
mostly less than 10 percent. We used different methods of imputation depending on the nature of missing
and available information for imputation. The methods included hot-deck imputation, regression, external
data source, and deterministic or derivation method, based on the internal consistency principle of inter-
related variables. In some cases, a postulated value was imputed after analyzing missing patterns.
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Whenever a value of a variable was imputed, an imputation flag for the variable was created in the data
set to record the change.

It is extremely difficult to obtain an unbiased variance estimator for a complex sample like the
one used in PEELS. The jackknife variance estimator was used; it takes account clustering effects and
other weighting adjustments for nonresponse and post-stratification. The variance estimator is usually
slightly conservative and tends to lead to a slightly smaller chance of type | error than indicated by the
significance level of the test. PEELS researchers performed post-stratification whenever possible to
enhance the precision of the survey estimates.

All analyses were conducted using Wesvar Version 4.2 (Westat 2002) to account for the complex
probability sampling used in PEELS. After the first wave of PEELS data collection, descriptive statistics
were generated from the mail questionnaires, parent interview, and assessment data. Descriptive statistics
included measures of central tendency (i.e., means and medians), percentages that described the
distribution of categorical data, and variance estimates. Initially, descriptive statistics were selected for
each item from the CATI and mail questionnaires, calculated, and presented in a series of data tables.
These data address the first four study questions:

* What are the characteristics of children receiving preschool special education?
* What preschool programs and services do they receive?

* What are their transitions like between early intervention and preschool, and between
preschool and elementary school?

* How do these children function and perform in preschool, kindergarten, and early elementary
school?

Data tables for most items in the parent interview, mail questionnaires, and English version of the
direct assessment subtests were generated, with one table for each of four independent variables,
including: age cohort, race/ethnicity, household income, and disability. Those tables served as the primary
source of information for this report. The data presented in those tables and in this report are preliminary.
Following Wave 1, additional districts were recruited, and Wave 1 weights will be adjusted to account for
changes in the district and child samples.

The four independent variables used throughout the report were taken from a variety of sources.
Parents provided information on the children’s race/ethnicity. Because of the small number of American
Indian or Alaska Native and Asian children in the study, data for those subgroups were considered
unreliable and not included in the analyses of race/ethnicity. A three-group race/ethnicity variable was
used with the following definitions:

* Hispanic — children who were Hispanic and of any race;

* Black - children who were Black or African American only and not Hispanic; and

e White — children who were White only and not Hispanic.

Children’s primary disability category was obtained from their teachers or service providers;

however, in some cases, this information was obtained from the children’s parents. Because of the small
sample sizes for some disability categories, a “low incidence” category was created and included:
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deaf/blindness, deafness, hearing impairment, traumatic brain injury, visual impairment, and other
disabilities identified by parents (e.g., comprehension problems, hand-eye coordination).

Chi-squares and analysis of variance were used to test for statistically significant differences
across subgroups defined by the four independent variables. Because of the large number of comparisons,
it is important to note that a certain percentage of the statistically significant differences could be due to
chance. Higher-level analyses, such as factor analysis (for data reduction), linear and logistic regressions,
and hierarchical linear modeling, will be conducted in years two through six of the project. These
analyses will be required to address the fifth study question — Which child, service, and program
characteristics are associated with children's performance over time on assessments of academic and
adaptive skills? Westat will build a series of multivariate regression models using the assessment data as
the outcome variables.

In all analyses, if the number of cases in a cell dropped below 30, data were suppressed, and a
footnote was added to indicate that “Reporting standards were not met.” This convention was used to
avoid presenting estimates that were unreliable.

For a complete description of PEELS Wave 1 study methods, see Lee et al. 2004.
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Chapter 3: Characteristics of Children and Their Families
Elaine Carlson, Amy Shimshak, and Harriotte Heinzen

We know from previous research that children with disabilities differ in some ways from
typically developing children. They are more likely to be male and to be from low-income households
(Hebbeler et al. 2001; Marder & Cox 1991; Wagner & Blackorby 2002). Racial minorities are
disproportionately represented within some disability groups (National Research Council 2002).
Preschoolers with disabilities also differ from school-age children with disabilities, at least in the type of
disabilities identified and the behaviors they exhibit (Wagner & Blackorby 2002).

Further research suggests that individual and household characteristics may be related to child
development and achievement. For example, Yeung, Linver, and Brooks-Gunn (2002) found that higher
levels of maternal education and cognitive ability were correlated with better physical environments and
more stimulating experiences for children. These benefits were associated with children’s educational
achievement.

This chapter describes the preliminary results from PEELS on the characteristics of children with
disabilities ages 3-5 and their families. It includes information primarily on demographics but also
describes their disabilities and birth history.

Gender

PEELS found that preschoolers with disabilities were disproportionately male, 70 percent versus
30 percent female. The gender pattern of preschoolers with disabilities was not specific to particular
racial/ethnic groups or disability categories. The disproportion documented in PEELS is consistent with
studies of infants and toddlers in early intervention programs and older children in special education
programs (Hebbeler et al. 2001; Marder and Cox 1991; Wagner and Blackorby 2002).

Race/Ethnicity

Although disproportionate representation of specific racial/ethnic groups in special education is
documented in the research literature (National Research Council 2002), the patterns for preschoolers
with disabilities are different from the patterns for younger children and older children with disabilities.
PEELS data indicated that 67 percent of children with disabilities ages 3-5 were White, 22 percent were
Hispanic, and 11 percent were Black. This compares with general population figures for children ages 3-5
of 58 percent White, 20 percent Hispanic, and 15 percent Black (U.S. Census Bureau 2004a), suggesting
no overrepresentation of Black or Hispanic children overall among young children with disabilities (see
figure 1).

The racial/ethnic composition of preschoolers with disabilities was slightly different from that
recently reported for elementary and middle school students with disabilities. For example, Marder and
Wagner (2002) reported that 63 percent of elementary and middle school students with disabilities were
White, 14 percent were Hispanic, and 19 percent were Black. Differences across sources may reflect
recent increases in the Hispanic population overall as well as in special education programs.

In contrast with data from PEELS, findings from the National Early Intervention Longitudinal
Study (NEILS) indicated that among infants and toddlers (birth to age 3) with disabilities, Black children
were overrepresented (21% of infants and toddlers with disabilities versus 14% in the general population),
and White children were underrepresented (53% versus 61%) (Hebbeler, Spiker, Mallik, Scarborough,
and Simeonsson 2003).
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Figure 1. Percentage of children with disabilities ages 3-5 and general population of children
ages 3-5, by race/ethnicity

Household Income

The federal poverty level is about $20,000 or less for a family of four. In the general population,
about 20 percent of families with young children live in households with annual incomes under $20,000
(U.S. Census Bureau 2004b). More than one-quarter (27%) of preschoolers with disabilities lived in
households with incomes of less than $20,000. As shown in table 3, 50 percent of Black preschoolers and
41 percent of Hispanic preschoolers lived in households earning $20,000 or less per year. The percentage
for White preschoolers was 19 percent. The overall relationship between race and income was significant.
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Table 3. Percentage of children with disabilities ages 3-5 in various household income groups,
by race/ethnicity: School year 2003-04

Total Black Hispanic White
$20,000 or less 27.2 49.8 40.8 19.0
$20,001 to $30,000 16.3 20.8 19.9 14.4
$30,001 to $40,000 11.8 10.8 10.8 12.4
$40,001 to $50,000 10.7 7.3 7.6 12.3
More than $50,000 34.0 11.3 21.0 42.1

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Detail may not sum to totals because of rounding.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), “Parent Interview”, previously unpublished tabulation (June 2005).

Parents’ Level of Education

In PEELS, preschoolers with disabilities had parents with educational attainments similar to those
parents of children under 18 in the general population.” Among fathers of preschoolers with disabilities,
19 percent had less than a high school diploma, 39 percent had a high school diploma or GED, 21 percent
had some college, and 21 percent had a 4-year college degree of higher. Among mothers of preschoolers
with disabilities, 19 percent had less than a high school diploma, 31 percent had a high school diploma or
GED, 29 percent had some college, and 22 percent had a 4-year college degree or higher (see figure 2).

Household Composition

In the general population, 69 percent of children ages 3-5 live with two parents, and 27 percent
live with one biological parent (U.S. Census Bureau 2004a). These percentages are very similar to results
from PEELS, which indicate that two-thirds of children with disabilities ages 3-5 (67%) lived with both
biological parents, and another 5 percent lived with one biological parent and his/her spouse or partner.
Twenty-one percent lived with one biological parent only. Household composition varied significantly by
race/ethnicity (see table 4). While 73 percent of White children with disabilities lived with both biological
parents, that figure was 30 percent for Black children.

Household composition also varied by income level. Of those children with disabilities in the
highest income group, 85 percent lived with both biological parents, compared with 38 percent of those in
the lowest income group (see figure 3).

Disability

In PEELS, early childhood teachers were asked to report children’s primary disability using the
14 federal disability categories specified in P.L. 108-446, but separating the category for mental
retardation into mild and moderate/severe. Developmental delay was also a response choice—an optional
federal disability category for children from birth to age 9 (or a subset of that age group) used by 44 states
in 2003 (Danaher, Kraus, Armijo, & Hipps 2003). In PEELS, nearly half of preschoolers with
disabilities (46%) were identified as having a speech or language impairment as their primary disability,
and 28 percent were identified as having a developmental delay as primary. Fewer than 10 percent of
children with disabilities were identified as having each of other disabilities. Autism was the third most
common disability; seven percent of preschoolers with disabilities were identified as having autism. In

" No similar data were available for parents of children ages 3-5 in the general population.
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Figure 2.  Percentage of children ages 3-5 in the general population and special education whose
parents had various levels of educational attainment

comparison, children and youth with disabilities ages 6-21 are most commonly identified as having a
learning disability (49%), a speech or language impairment (19%), or mental retardation (10%) as their
primary identified disability (US DOE 2005).

As shown in table 5, the percentage of preschool-age children identified as having a speech or
language impairment as their primary disability varied by race/ethnicity. About half of White
preschoolers with disabilities (51%) were identified as having a speech or language impairment, whereas
42 percent of Hispanic children and only 27 percent of Black children were identified as having a speech
or language impairment as their primary disability.
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Table 4. Percentage of children with disabilities ages 3-5 who lived with different types of
parents/guardians, by race/ethnicity: School year 2003-04

Total Black | Hispanic White
Biological parents 66.5 30.1 65.3 72.5
Biological mother or father only 20.6 54.4 23.5 14.9
Biological mother or father and other mother or father 5.4 4.6 5.1 5.9
Adoptive parent(s) 3.7 4.6 5.1 5.9
Other (e.g., with grandparents) 3.8 6.3 2.7 3.6

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Detail may not sum to totals because of rounding.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), “Parent Interview”, previously unpublished tabulation (June 2005).

Figure 3. Percentage of children with disabilities ages 3-5 who lived with different types of
parents/guardians, by household income
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Table 5. Percentage of preschoolers and kindergarteners ages 3-5 with various primary
disabilities, by race/ethnicity: School year 2003-04

Total Black Hispanic White
Autism 6.8 9.1 8.5 5.9
Deaf/blindness s s I I
Deafness s s I I
Developmental delay 27.8 42.2 22.1 26.8
Emotional disturbance/behavior disorder 1.2 I I 1.2
Hearing impairment 0.6 i s I
Learning disability 2.4 6.1 3.3 1.9
Mild mental retardation 15 I I 1.4
Moderate/severe mental retardation 2.9 s 5.3 1.7
Multiple disabilities 1.6 i i 1.3
Orthopedic impairment 2.2 I I 1.8
Other health impairment 2.9 I I 3.3
Speech or language impairment” 46.4 27.4 42.2 50.8
Traumatic brain injury s i I I
Visual impairment/blindness s i I I
Other 2.6 s I 2.3
T Reporting standards not met.
*p < .05.

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Detail may not sum to totals because of rounding.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire" and "Kindergarten Teacher Questionnaire," previously
unpublished tabulation (June 2005).

The percentage of children identified as having a developmental delay as their primary disability
varied by age cohort (see table 6). Of the children in the youngest cohort (Cohort A), 37 percent were
identified as having a developmental delay, compared with 29 percent in Cohort B and 21 percent in
Cohort C. For young children, in particular, disability identification may change as professionals gain a
better understanding of the difficulties a child is having and the specific nature of the developmental
delay. In future waves of PEELS, we will be able to track changes in disability identification.

Many children who receive special education services are identified as having multiple
disabilities. Among preschoolers with disabilities, 75 percent were identified as having a speech or
language impairment either as their primary or secondary disability. Thirty-seven percent were identified
as having a developmental delay, either as their primary or secondary disability. Even when taking into
account secondary and tertiary disabilities, fewer than 10 percent of children were identified as having
other disabilities (e.g., mental retardation, learning disabilities, or emotional disturbance); 8 percent were
identified as having autism as their primary or secondary disability.

Early Childhood Development

Concerns about development. For some children, disabilities are apparent at birth or even
during pregnancy. For others, delays emerge or are identified later, when children face new
developmental milestones (see figure 4). For 11 percent of preschoolers with disabilities, concerns about
health or development arose during pregnancy or within the first month after birth. For another 10
percent, concerns arose in the first year. The largest percentage of preschoolers with disabilities, 31
percent, had concerns raised about their health or development between the ages of 24 and 35 months.
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Table 6. Percentage of preschoolers and kindergarteners ages 3-5 with various primary
disabilities, by age cohort: School year 2003-04
Cohort A | CohortB Cohort C

Total (age 3) (age 4) (age 5)
Autism 6.8 7.8 7.6 5.4
Deaf/blindness s s I I
Deafness s s I I
Developmental delay 27.8 36.5 29.3 21.4
Emotional disturbance/behavior disorder 1.3 s 1.0 1.4
Hearing impairment 0.6 i I I
Learning disability 2.4 s 1.0 4.8
Mild mental retardation 1.5 1.5 s 1.7
Moderate/severe mental retardation 2.9 1.4 2.7 3.8
Multiple disabilities 1.6 i s I
Orthopedic impairment 2.2 s 3.2 I
Other health impairment 2.9 2.5 2.9 3.0
Speech or language impairment” 46.4 42.3 44.9 50.2
Traumatic brain injury I i I I
Visual impairment/blindness s I I I
Other 2.6 2.1 3.4 2.1
1 Reporting standards not met.
*p < .05.

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Detail may not sum to totals because of rounding.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire" and "Kindergarten Teacher Questionnaire," previously
unpublished tabulation (June 2005).

Prematurity. Both prematurity and birth weight have long been considered risk factors for many
disabilities and developmental delays—the earlier the child is born and the lower the birth weight, the
greater the risk of disabilities and developmental delay (Hack et al. 2002; Wood et al. 2000). PEELS
found that 24 percent of preschoolers with disabilities were born three or more weeks prematurely (see
table 7), twice the rate of children born preterm in the general population (12%) (National Center for
Health Statistics 2002). However, it is considerably lower than the percentage of premature infants and
toddlers entering early intervention programs (31%) (Spiker et al. 2004).

Children ages 3-5 identified as having an orthopedic impairment, a learning disability, an other
health impairment, or a low-incidence disability® were significantly more likely to have been born three or
more weeks early.

While Black and Hispanic children with disabilities were no more likely than White children with
disabilities to be born premature, those who were premature were born significantly earlier than White
children who were premature (see table 8). White premature children with disabilities were born a mean
of 5.6 (S.E. = 0.3) weeks early compared with Black children, at a mean of 8.9 (S.E. = 1.0) weeks early,
and Hispanic children, at a mean of 7.3 (S.E. = 0.5) weeks early. Median weeks premature were
considerably lower than the means for all racial/ethnic groups (Mdn = 7.3, 5.6, and 3.9, respectively, for
Whites, Blacks, and Hispanics), reflecting the affects of those outliers born extremely premature.

8 Due to very small sample sizes, children with a visual impairment, hearing impairment, deaf-blindness, or traumatic brain
injury were combined into a low-incidence disability category.
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Figure 4. Percentage of children with disabilities ages 3-5 who were in different age groups when
someone first expressed concern about their health or development

Table 7. Percentage of children with disabilities ages 3-5 born three or more weeks
prematurely, by disability category (PL: 108-446): School year 2003-04

Total AU DD ED LD MR Ol OHI SLI LI
Yes 23.8 23.7 28.6 I 32.4 27.0 41.1 30.4 18.2 45.5
No 76.2 76.3 71.4 I 67.6 73.0 58.9 69.6 81.8 54.5

1 Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;
LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Detail may not sum to totals because of rounding.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), “Parent Interview,” previously unpublished tabulation (June 2005).
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Table 8. Mean number of weeks premature for children with disabilities ages 3-5 born three or
more weeks prematurely, by race/ethnicity: School year 2003-04

Total Black Hispanic White

6.5 8.9 7.3 5.6

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), “Parent Interview,” previously unpublished tabulation (June 2005).

Of the children born three or more weeks early, children identified as having a low-incidence
disability (M = 8.8 weeks, S.E. = 1.5) and those identified as having an orthopedic impairment (M = 8.7
weeks, S.E. = 1.5) were born significantly earlier than children identified as having a speech or language
impairment (M = 5.1 weeks, S.E. = 0.3) (see table 9).

Table 9. Mean number of weeks premature for children with disabilities ages 3-5 born three or
more weeks prematurely, by disability category: School year 2003-04

Total AU DD ED LD MR Ol OHI SLI LI

6.5 5.7 7.2 I 6.9 7.5 8.7 6.9 5.1 8.8

t Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;
LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), “Parent Interview,” previously unpublished tabulation (June 2005).

Birth weight. The mean birth weight for preschoolers with disabilities was 110.7 ounces (6.9
pounds) (S.E. = 1.4). The median® birth weight was 114.5 ounces (7.2 pounds) (S.E. = 1.1), which
compares to a median of 118.0 ounces (7.4 pounds) for children in the general population (U.S. Census
Bureau 2002). Children under 2,500 grams or 5.5 pounds are typically considered low birth weight. Black
children with disabilities had significantly lower birth weights (M = 93.9 ounces, S.E. = 4.3; Mdn = 102.9
ounces, S.E. = 4.0) than Hispanic (M = 109.6 ounces, S.E. = 2.0, Mdn = 114.3 ounces, S.E. = 1.7) and
White children with disabilities (M = 113.9 ounces, S.E. = 1.0; Mdn = 116.6 ounces, S.E. =0.8) (see
figure 5).

® Medians are reported here, because means for the general population were not available.
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Figure5. Median birth weight and interquartile ranges (in ounces) for children with disabilities
ages 3-5, by race/ethnicity: School year 2003-04

Summary

The preliminary data presented in this report indicate that in many ways, children with disabilities
ages 3-5 were just like other young children in the United States. They had roughly the same racial/ethnic
mix, similar levels of parental education, and similar household compositions. In other ways, these
children were different—both from their same-age peers and from other children with disabilities. They
were more likely than their same-age peers to have been born three or more weeks early, and their lower
than average birth weight was consistent with this tendency toward prematurity. Preschool children with
disabilities were disproportionately male.

Children with disabilities ages 3-5 were different from older children with disabilities in the
primary disability for which they were identified. About half of students ages 6-21 with disabilities are
identified as having a learning disability, and sizable proportions (at least 10%) are identified as having a
speech or language impairment or mental retardation (US DOE 2005). In contrast, nearly 75 percent of
children with disabilities ages 3-5 were identified as having either a speech or language impairment or a
developmental delay.
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Chapter 4: Characteristics of Educational Services and Providers
Joy Markowitz, Jeff Strohl, and Sheri Klein

In summarizing the results of several studies of nondisabled preschoolers with disabilities, Ramey
and Ramey (2002) found that “the magnitude of the effects produced by various preschool interventions
is systematically related to characteristics of the preschool programs themselves.” Research also suggests
that the association between the quality of interventions and child-level outcomes are independent of
other factors, such as socioeconomic status, maternal education, and family structure (Phillips,
McCartney, & Scarr 1987; Schlieker, White, & Jacobs 1991; Whitebook, Howes, & Phillips 1989). This
chapter describes the educational programs serving preschoolers with disabilities, including the types of
services they received and the qualifications of service providers. The data in this chapter were taken
from PEELS Wave 1 parent interview and teacher questionnaires. Because the data are preliminary, they
may be modified.

Age When Services Began

PEELS data indicated that 38 percent of children with disabilities ages 3-5 received early
intervention services under Part C of IDEA. However, on average, preschoolers with disabilities were
nearly age 3 when they started receiving special education or therapy services from a professional
(M =31.5 months). The distribution for some of the disability groups was highly skewed, so we have
included medians as well as means in this section. Children identified as having an orthopedic impairment
(M =129, SEE. = 2.1, Mdn = 8.3, S.E. = 6.0), mental retardation (M = 18.5, S.E. = 2.6, Mdn = 9.3,
S.E. =2.0), or an other health impairment (M = 18.4, S.E. = 3.1, Mdn = 12.4, S.E. = 7.5) typically started
receiving services at younger ages than children identified as having other disabilities (AU, M = 29.6,
S.E.=21, Mdn =29.1, SEE. =5.0; DD, M = 28.1, S.E. = 0.9, Mdn = 27.2, SEE. = 4.2; ED, M = 36.7,
S.E.=1.8, Mdn =316, SEE. =1.7; LD, M = 36.1, S.E. = 2.6, Mdn = 34.7, S.E. = 1.8; SLI, M = 36.0,
S.E.= 0.5, Mdn =355, S.E. =0.1; LI, M = 23.0, S.E. = 2.2, Mdn = 22.2, S.E. = 4.6) (see figure 6). For
example, children identified as having an orthopedic impairment began receiving special services at a
mean age of 12.9 months (S.E. =2.1; Mdn = 8.3, S.E. = 6.0), compared with children identified as having
a speech or language impairment, who began at a mean age of 36.0 months (S.E. = 0.5; Mdn = 35.5;
S.E. = 0.1). Delays in speech and language skills often become more apparent after the age of 2, when
typically developing children begin to use words and simple sentences.

Types of Services Received

Parents of children ages 3-5 with disabilities who received special education services were asked
which services their children received during the two months prior to their parent interview. Overall, 93
percent of children received speech or language therapy; 42 percent received special education services in
school; 34 percent received occupational therapy; 21 percent received physical therapy; and 19 percent
received tutoring for learning problems (see table 10). Almost 5 percent of children received other
services through the public school system, such as respite care, behavior therapy, and vision services.

There was significant variation in services by race/ethnicity among children who received special
education in school. Black children (59%) were more likely to receive special education in school than
Hispanic or White children (47% and 3%, respectively), and Hispanic children were more likely than
White children to receive such services (47% v. 36%). Black children were also significantly more likely
than Hispanic or White children to receive tutoring for learning problems (35%, 22%, and 16%,
respectively), and Hispanic children were more likely than White children to receive tutoring.
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Figure 6.

Mean age (in months) of children with disabilities ages 3-5 when they first started
regularly receiving special education or therapy from a professional, by disability
category: School year 2003-04
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NOTE: These data are preliminary. Final Wave 1 data will be available in fall 2005.
SOURCE: U.S. Department of Education, National Center for Special Education Research,
Pre-Elementary Education Longitudinal Study (PEELS), “Parent Interview,”

previously unpublished tabulation (June 2005).

Table 10.  For children with disabilities ages 3-5 who received special education or related
services through the public schools, the percentage who received various types of
services, by race/ethnicity: School year 2003-04
Total Black Hispanic White
Speech or language therapy 92.8 92.4 91.4 93.2
Occupational therapy 33.5 28.3 38.9 32.4
Physical therapy 20.9 25.1 25.6 19.1
Special education in school” 41.7 59.1 47.3 36.3
Tutoring for learning problems” 19.3 34.7 21.7 16.4
Other 4.6 s 3.9 4.7

1 Reporting standards not met.

*p < .05.

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Detail may not sum to totals because of rounding.

Column percentages do not sum to 100 because respondents were asked to select one or more responses as appropriate.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), “Parent Interview,” previously unpublished tabulation (June 2005).
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Some services also varied significantly by household income (see table 11). Children in
households with incomes of $20,000 or less were more likely to receive special education in school (50%)
and tutoring for learning problems (29%) compared with children in households with incomes of more
than $50,000 (37% and 12%, respectively).

Table 11.  For children with disabilities ages 3-5 who received special education or related
services through the public schools, the percentage who received various types of
services, by household income: School year 2003-04

$20,000 or | $20,001to | $30,001to | $40,001to | More than
Total less $30,000 $40,000 $50,000 $50,000
Speech or language 92.8 93.0 91.2 91.6 93.9 93.4
therapy
Occupational therapy 335 31.8 29.4 33.3 334 37.0
Physical therapy 20.9 25.6 20.4 18.2 18.5 19.2
Special education in 41.7 49.5 42.5 43.7 33.4 37.1
school”
Tutoring for learning 19.3 28.5 23.5 17.7 14.0 12.3
problems”
Other 4.6 2.5 4.5 4.9 4.1 6.4
*p < .05.

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Detail may not sum to totals because of rounding.

Column percentages do not sum to 100 because respondents were asked to select one or more responses as appropriate.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), “Parent Interview,” previously unpublished tabulation (June 2005).

There was also significant service variation by disability (see table 12). Children identified as
having autism (77%) were more likely than children with other disabilities to receive occupational
therapy. Children identified as having autism (77%) or mental retardation (73%) were more likely than
children with other disabilities to receive special education in school. Finally, children identified as
having a learning disability (37%), an other health impairment (35%), or a developmental delay (31%)
were more likely than other children with disabilities to receive tutoring for learning problems.

Addressing IEP Goals in Regular Education Classes

Children receive special education and related services in a variety of settings. To better
understand how children with disabilities ages 3-5 were educated with their nondisabled peers, their
teachers were asked about the ways in which the children’s IEP goals and objectives were addressed
within the regular education class. For 19 percent of children, this did not occur at all, either because they
were not enrolled in a regular education class (5%) or their IEP goals were addressed elsewhere (14%)
(see table 13). For those whose IEP goals were addressed in the regular class, the most common approach
was for related services personnel to work with children in group activities (39%). For an additional 12
percent of children, related services personnel worked individually with them on special tasks within the
regular classroom, and 11 percent of children worked individually with a special education teacher or aide
on special tasks. For the remainder of the children, 10 percent worked individually with regular education
teachers or aides, and 9 percent had their IEP goals embedded in common classroom activities.
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Table 12.

For children with disabilities ages 3-5 who received special education or related

services through the public schools, the percentage who received various types of

services, by disability category: School year 2003-04

Total AU DD ED LD MR Ol OHI SLI LI
Speech or language
therapy 928 | 939 | 89.2| 711| 89.7| 944 t| 80.7| 984 | 834
Occupational
therapy” 335 | 77.0| 485 | 473 | 293 | 542 t| 621| 121 | 557
Physical therapy 209 | 249 329 | 192| 511 t| 537 6.0 396
Special education in
school” 41.7| 770| 610| 556 | 641| 727 t| 610| 208 | 605
Tutoring for learning
problems” 193 | 217| 307 | 36.6| 230 | 35.0| 106| 301

t Reporting standards not met.

*p < .05.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;

LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Detail may not sum to totals because of rounding.

Column percentages do not sum to 100 because respondents were asked to select one or more responses as appropriate.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education

Longitudinal Study (PEELS), “Parent Interview,” previously unpublished tabulation (June 2005).

Table 13.

models: School year 2003-04

Percentage of preschoolers and kindergarteners with disabilities ages 3-5 whose IEP
goals and objectives were addressed in regular classes using various service delivery

Total
Not applicable — the child is not in a regular education classroom. 5.0
Not applicable — this child’s IEP goals are not addressed in the regular education 14.4
classroom; they are addressed elsewhere.
The special education teacher or aide works individually with the child on special 105
tasks.
The regular education teacher or aide works individually with the child on special 9.8
tasks.
Related services personnel work individually with the child on special tasks. 12.4
Related services personnel work with the child in group activities. 39.3
The goals and objectives are embedded in common classroom activities. 8.5

NOTE: IEP = individualized education program.

These data are preliminary. Final Wave 1 data will be available in spring 2006.
Column percentages do not sum to 100 because respondents were asked to select one or more responses, as appropriate.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education

Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire" and "Kindergarten Teacher Questionnaire," previously

unpublished tabulation (June 2005).
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Support for Social Interaction Among Children

To support social interactions among children, 89 percent of children’s teachers reported
providing structured play and task situations that required interactions between children with and without
disabilities, 77 percent reported prompting and reinforcing children with disabilities for initiating and
maintaining interactions with children without disabilities, and 76 percent reported prompting and
reinforcing children without disabilities for initiating and maintaining interactions with children with
disabilities. Much less common, teachers reported assigning children without disabilities to be “helpers”
or “buddies” (39%), and assigning children without disabilities to a specific disability awareness program
during group times (18%).

Parents of children with disabilities ages 3-5 were asked about time their children spent with
typically developing peers. The response options were too much time, right amount of time, or not enough
time with typically developing children. Overall, 86 percent of parents thought their children spent the
right amount of time with typically developing children, but 13 percent said not enough time. Only about
1 percent of parents said their children spent too much time with typically developing peers.

Qualifications and Experience of Children’s Service Providers

Information on teacher characteristics is critical for recruitment, professional development, and
retention, as research suggests that certain teacher characteristics are associated with improved student
achievement (Rivkin, Hanushek, and Kain 2000). This section presents information on the qualifications
of teachers or service providers serving preschoolers with disabilities.’ It is important to note that these
questions were asked only for children not yet in kindergarten, so they pertain only to early childhood
personnel. Also, the questionnaires were not necessarily completed by a special educator. Rather, if
children attended preschool programs, the preschool teachers were asked to complete the questionnaires,
regardless of their role in providing special education services to the children.

Educational Degree. More than half of preschoolers with disabilities (55%) had a teacher whose
highest degree was at the graduate level (master’s or doctorate), and for 38 percent, the highest was a
bachelor’s degree (see table 14). Only 3 percent of children’s teachers did not have at least an associate’s
degree. These data compare favorably with findings from an earlier study in which 49 percent of general
education teachers had a graduate degree (Westat 2002). The earlier study found that 52 percent of
preschool special education teachers and 58 percent of all special education teachers had graduate
degrees, similar to the PEELS finding (Westat 2002). PEELS findings did not vary by race/ethnicity of
the child or age cohort.

Area of Credentials. Early childhood teachers were asked about a variety of disciplines in which
they might hold a professional license, credential, or certificate (see table 15). Teachers could enter up to
four areas. Thirty-six percent had a license in special education, 31 percent in early childhood special
education, 31 percent in elementary/secondary education, and 28 percent in early childhood education.
Less than 20 percent held licenses, credentials, or certificates in other areas. Although these findings did
not vary by age cohort, there were some significant differences by race/ethnicity of child, household
income, and disability of child. The percentage of White children (20%) that had teachers with speech or
language pathology licenses was higher than for Black children (8%) (see table D-1 in Appendix D).
Teachers of children from households with incomes of less than $20,000 were least likely to have
credentials in speech or language pathology (11%), and teachers of children from households of more
than $50,000 of income were the most likely (24%) (see table D-3 in Appendix D).

1% In some cases, children received, for example, only speech services. In those cases, the speech pathologist was asked to
provide information on the child and him or herself.
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Table 14.  Percentage of preschoolers with disabilities whose teachers completed various
educational degrees: School year 2003-04

Total
High school diploma or GED 2.9
Associate degree 4.9
Bachelor’s degree 37.6
Graduate degree 54.6

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research,
Pre-Elementary Education Longitudinal Study (PEELS), "Early Childhood Teacher
Questionnaire," previously unpublished tabulation (June 2005).

Table 15.  Percentage of preschoolers identified with disabilities whose teachers held credentials
in various disciplines: School year 2003-04

Total
Special education 35.8
Early childhood special education 31.3
Elementary/secondary education 30.7
Early childhood education 28.1
Speech or language pathology 17.1
Child development 7.3
Other 16.1

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
Column percentages do not sum to 100 because respondents were asked to select one or more
responses as appropriate.

SOURCE: U.S. Department of Education, National Center for Special Education Research,
Pre-Elementary Education Longitudinal Study (PEELS), "Early Childhood Teacher
Questionnaire," previously unpublished tabulation (June 2005).

Children identified as having an emotional disturbance or mental retardation (51% and 50%,
respectively) were more likely than children identified as having a low-incidence disability or a speech or
language impairment to have teachers with credentials in early childhood special education (29% and
21%, respectively). Children identified as having a developmental delay, an emotional disturbance,
mental retardation, or autism (54%, 52%, 51%, and 51%, respectively) were most likely to have a teacher
with a special education credential. Children identified as having a speech or language impairment or a
low-incidence disability (25% and 23%, respectively) were least likely to have a teacher with a credential
in special education (see table D-5 in Appendix D).

Teacher Reports of Adequacy of Education, Training, and Experience. Early childhood
teachers were asked to rate the adequacy of their professional education, training, and experience using a
scale ranging from 0, not at all prepared, to 6, extremely well prepared. Teachers rated their adequacy in
(@) working with children ages 3-5 with disabilities and (b) working with families of children ages 3-5
with disabilities. The mean rating for working with children was 5.0 (S.E. = 0.1), and for working with
families it was 4.5 (S.E. = 0.1) These ratings did not vary by race/ethnicity or disability of the child,
household income, or age cohort.

Number of Years of Experience in Specific Areas. Many studies document an association

between teachers’ years of experience and children’s academic achievement; although it is not clear if this
relationship is causal (Rice 2003). Early childhood teachers were asked the number of years they had
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been working with (1) children ages 3-5, (2) children with disabilities, and (3) children ages 3-5 with
disabilities. The mean number of years was 10.3 (S.E. = 0.3), 11.6 (S.E. = 0.5) and 9.0 (S.E. = 0.4),
respectively. These means were similar when examined by race/ethnicity and disability of child,
household income, and age cohort.

Summary

The preliminary data in this report provide information on characteristics of educational services
and providers. Many children with disabilities ages 3-5 did not begin receiving early intervention or
special education services until they were nearly 3. The children who began receiving services later were
most likely to be those identified as having a speech or language impairment and least likely to be those
identified as having an orthopedic impairment, mental retardation, or an other health impairment. Speech
or language therapy was by far the most common service, with 93 percent of children with disabilities
ages 3-5 receiving it.

The teachers of preschoolers with disabilities reported using various practices to support social
interaction between children with and without disabilities. For example, more than three-fourths of
teachers reported prompting and reinforcing children with disabilities for initiating and maintaining
interactions with children without disabilities, prompting and reinforcing children without disabilities for
initiating and maintaining interactions with children with disabilities, and providing structured play and
task situations that required interaction between children with and without disabilities. Overall, 86 percent
of parents thought their preschoolers with disabilities spent the right amount of time with typically
developing children.

Slightly more than half of preschoolers with disabilities had teachers with graduate degrees,
similar to the credentials of general educators. These same teachers rated themselves as well prepared to
work with children ages 3-5 with disabilities and their families. However, because PEELS relies on self-
report, we cannot speak to teachers’ actual level of preparedness. As additional PEELS data are collected,
the extent to which service provider characteristics are associated with differential growth in children’s
knowledge, skills, and behavior will be explored.
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Chapter 5: Transitions from Early Intervention to Preschool
and Preschool to Elementary School

Elaine Carlson and Amy Shimshak

For young children with disabilities and their families, transitions occur often. Moving from early
intervention programs for infants and toddlers with disabilities to preschool programs, and from preschool
programs to elementary school programs, requires adjustments on the part of parents, children, and
service providers. For some children, these transition points may bring changes in eligibility, program
interruption, or modifications to services. This chapter presents findings, based on preliminary data,
related to transitions from early intervention (IDEA Part C services) to preschool, and from preschool to
elementary school. Included is information about the time between Part C and preschool services,
strategies to support transition, service provider communication, and policies and practices on transition.

Gap Between Part C and Preschool Services

As mentioned earlier, 38 percent of children with disabilities ages 3-5 received early intervention
services under IDEA Part C. Of those children, nearly one-third (30%) had a gap between the end of Part
C services and the beginning of preschool services. This gap in services was a mean of 4.6 months
(S.E. =0.5). The length of the gap in services did not vary significantly by race/ethnicity, income, or age
cohort. One-third of all parents (32%) selected the response options some or a lot when asked to report on
the level of effort it took them to find out where to get preschool special education services through the
school system.

Strategies to Support Transition

Teachers of children with disabilities ages 3-5 reported that they employ a wide variety of
strategies to help children transition into new schools, programs, or classrooms (see table 16). More than
75 percent of children who moved from one program to another in the preceding year, including moves
from Part C to Part B, preschool to kindergarten, or one preschool program to another, had teachers who
encouraged parents or guardians to meet with staff before the children entered the new school, program,
or classroom; had children and families visit the new school, program, or classroom; provided parents
with written information; had new staff members participate in children’s individualized education
program (IEP) development; or called the children’s parents. Other strategies used by at least two-thirds
of the children’s teachers included receiving children’s previous records, receiving other information
about the children from the sending programs, and developing child-specific strategies for transition. Less
common strategies included someone from the new program visiting the old settings, meeting with staff
from the sending programs, and visiting the children’s homes.

Although strategies used by teachers were consistent across racial/ethnic groups and household
income groups, there was variation across age cohorts for several strategies. For example, more teachers
of children in Cohort A than in Cohort B received previous records, and more teachers of children in
Cohort A than in Cohort B encouraged parents or guardians to meet new staff.
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Table 16.

Percentage of preschoolers and kindergarteners with disabilities ages 3-5 whose

teachers or programs used various strategies to help students transition into new
schools, programs, or classrooms, by age cohort: School year 2003-04

Cohort A | CohortB | CohortC

Total (age 3) (age 4) (age 5)

Received children’s previous records” 70.0 65.5 58.2 79.3
Sending programs provided information about children” 69.7 66.3 60.4 76.8
Provided parents with written information 80.7 84.3 83.0 76.4
Called the children’s parents” 77.1 86.6 88.5 61.7
Parents/guardians encouraged to meet new staff.” 90.8 97.2 94.3 84.1
Children’s families visited the classroom or school. 81.7 84.0 85.6 78.0
Visited children’s home” 32.3 48.9 39.4 17.1
Visited children’s previous settings 32.2 27.3 29.0 37.2
Met with staff of sending programs 45.9 48.3 41.8 46.5
Participated in children’s IEP development” 78.4 90.3 81.9 68.1
Developed child-specific preparatory strategies 67.0 78.4 67.6 58.6
Other 2.8 4.1 3.2 s

1 Reporting standards not met.
*p<.05.
NOTE: IEP = individualized education program.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Detail may not sum to totals because of rounding.

Column percentages do not sum to 100 because respondents were asked to select one or more responses as appropriate.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire" and "Kindergarten Teacher Questionnaire," previously

unpublished tabulation (June 2005).

Adequacy of Transition Support

Teachers of children with disabilities ages 3-5 were asked about the adequacy of the support
provided to children and families transitioning into new classes or programs (see table 17). The majority
of children’s teachers (57%) reported that children and their families had extremely adequate transition
support. Another 26 percent reported that transition support was somewhat adequate. Only 7 percent felt
support was not very adequate. For 9 percent of children and families, teachers reported that transition

planning and support were not needed.

Table 17.

Percentage of preschoolers and kindergarteners with disabilities ages 3-5 whose

teachers characterized transition support for children and their families in various

ways: School year 2003-04

Total
Extremely adequate 57.2
Somewhat adequate 26.2
Not very adequate 7.3
Transition planning and support were not needed for this child or family 9.2

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire" and "Kindergarten Teacher Questionnaire," previously

unpublished tabulation (June 2005).
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Ease of Children’s Transitions Into Kindergarten

Teachers of kindergarteners with disabilities were asked to describe the transition to kindergarten
of children in their classes using four response options, from very easy to very difficult. Table 18 shows
more than half the kindergarteners (54%) had very easy transitions, and nearly one-third (31%) had
somewhat easy transitions. Fifteen percent had somewhat (9%) or very (6%) difficult transitions.

Table 18.  Percentage of kindergarteners with disabilities whose teachers characterized the
children’s transition into kindergarten classes in various ways: School year 2003-04

Total
Very easy 54.2
Somewhat easy 31.3
Somewhat difficult 8.7
Very difficult 5.8

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-
Elementary Education Longitudinal Study (PEELS), "Kindergarten Teacher Questionnaire,"
previously unpublished tabulation (June 2005).

Communication With Child’s Previous Service Provider(s)

The teachers of kindergarteners with disabilities were asked to what extent they had
communicated with the person(s) who provided early childhood special education services to the children
in the previous year. More than two-thirds had communicated with providers—51 percent somewhat and
15 percent extensively. Slightly more than one-third (34%) had not communicated at all with previous
providers.

State and Local Administrators’ Perspective on Transition

State preschool special education coordinators™ and local education agency (LEA) administrators
were asked to select three areas related to the provision of preschool special education that their state or
LEA had been working hardest to improve during the last two years. The area most often selected by
preschool coordinators was transition from early intervention (51%). Many LEA administrators also
selected that option (38%), but slightly more administrators (39%) chose transition to kindergarten
(transition to kindergarten was not an option for preschool coordinators). The area selected most often by
preschool coordinators as one in which their states were doing a good job (i.e., closest to best practice)
was transition from early intervention (45%).

Summary

Using the preliminary data available, transitions for preschoolers with disabilities were examined.
For some young children with disabilities, transition points brought program interruption. Nearly one-
third had a gap between the end of Part C services and the beginning of preschool services, averaging five
months. In the future, preschool children may have different experiences than those documented by
PEELS because the 2004 amendments to the Individuals with Disabilities Education Act (IDEA) provide
new flexibility to states in serving children with disabilities ages 3-5. For children who are served under
IDEA Part C and have an IFSP, states and localities may continue to serve them in Part C up to the age at

11 State preschool special education coordinators are often called 619 coordinators, referencing Section 619 of the IDEA that
addresses preschool special education.
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which they are eligible for kindergarten entry. Continuity of service for children in the birth-to-five age
group was recommended by the President’s Commission on Excellence in Special Education. Moreover,
the commission recommended that IDEA ensure a seamless system for infants, toddlers, children, and
youth with disabilities, birth to 21 (U.S. Department of Education 2002).

When transitions required changing classrooms, programs, or schools teachers reported that they
used a range of strategies to help children and their families. At the state and local levels, transitions were
a primary focus. It is important to note, however, that the data currently available came largely from
teachers. In future years, additional data will be available from PEELS that reflect the transition
experiences of preschoolers with disabilities, for example, changes in the types and intensity of services
children receive as they move from preschool to elementary school, and changes over time in parent’s
satisfaction with schooling.
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Chapter 6: School-Related Readiness and Behavior
William Frey, Jarnee Riley, and Karen Schroll

Preschoolers with disabilities, by definition, are at risk for poor school performance. The
Individuals with Disabilities Education Act (IDEA) guarantees their right to a free appropriate public
education. Nonetheless, many of these children enter school with one or more disabling conditions that
affect their educational performance and other possible risk factors such as poverty and low levels of
maternal education (Hebbeler et al. 2001; Marder & Cox 1991; Wagner & Blackorby 2002).

Previous research finds a relationship between selected child and family characteristics and
performance in reading and mathematics among young nondisabled children. Evidence exists for
differences based on household income (Ackerman, Brown, & lIzard 2004; Robinson, Weinberg, Redden,
Ramey, & Ramey 1998; Yeung, Linver, & Brooks-Gunn 2002), gender (Coley 2002), mother’s education
(Burchinal, Peisner-Feinberg, Pianta, & Howes 2002; Campbell 1996; Luster & McAdoo 1996; Robinson
et al. 1998), and race/ethnicity (Burchinal et al. 2002; Coley 2002; Robinson et al. 1998; Yeung et al.
2002), even after controlling for a variety of other child and family characteristics. For example, in a
study of academic growth in young children, mother’s education was a significant predictor of change in
scores on the PPVT, Woodcock-Johnson Il Letter-Word Identification subtest, and Woodcock-Johnson
111 Applied Problems subtest, after controlling for a number of variables (e.g., gender, race/ethnicity, and
sociability) (Burchinal et al. 2002). In some models, race/ethnicity and gender were also significant,
although less consistently. Similarly, in a study of elementary and middle school students with
disabilities, Wagner and Blackorby (2004) reported that household income was significantly related to
reading achievement, and gender was significantly related to mathematics achievement after controlling
for many other predictors, including race/ethnicity and age.

Historically, special education programs designed for children and youth throughout the age
range have addressed not only academic skills but also motor skills, social behavior, and functional skills.
The PEELS assessment addresses four key areas of school-related readiness, including emerging literacy,
early math proficiency, social behavior, and motor performance. Each area provides important indicators
of school readiness, as well as a gauge of future success in school. Results from assessments in the four
key areas are discussed in this chapter, as are their association with selected demographic characteristics.
The results for the remaining PEELS assessments (i.e., preLAS Simon Says, preLAS Art Show, Leiter-R
Attention Sustained, and the test of Early Math Skills) are not included in this report. The ones included
in this chapter are the ones most commonly used in the field for children in this age range. Data from the
other assessments may be included in future reports.

The data in this chapter are preliminary. Final Wave 1 data will be available after new weights are
developed.

For each assessment discussed, the results are presented in separate sections by age cohort,
disability, gender, race/ethnicity, and household income. Within each section, we first discuss
performance relative to the normal population mean and note subgroups that perform more than one
standard deviation above or below the population mean. Then we discuss the results of significance tests,
noting statistically significant differences between subgroups. These analyses are a first step in the
process of identifying factors related to performance by exploring the relationships among selected
demographic characteristics and scores on the various PEELS child assessments.

It is important to note that children from low-income households were significantly more likely

than those from higher income households to be Black, with percentages ranging from 50 percent for
children with incomes of $20,000 or less to 11 percent for those with household incomes of more than
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$50,000. This significant association between income and race should be kept in mind when interpreting
results by household income or by race/ethnicity; because of the high correlation, it is often difficult to
determine which factor or factors are at play. This correlation is also observed in data for the general U.S.
population (U.S. Census Bureau, 2003). In the future, PEELS researchers will develop more complex
models to explain variance in performance and growth for children with disabilities ages 3-5.

Emerging Literacy

In Teaching Children to Read: An Evidence-Based Assessment of the Scientific Research
Literature on Reading and its Implication for Reading Instruction (NRP 2000), the National Reading
Panel identified four keys to reading success. These are: development of phonemic awareness, fluency,
vocabulary, and text comprehension. The PEELS assessment measures the beginning reading constructs
of phonemic awareness, fluency, vocabulary, and text comprehension. These constructs are measured by
either all data collection points of the study, or, for the construct of comprehension, during the later waves
of PEELS assessment (i.e., Waves 2-5). The sections below describe the following assessments of
emerging literacy conducted during Wave 1.:

* Woodcock-Johnson I11: Letter-Word Identification;
* Peabody Picture Vocabulary Test (PPVT); and
e ABAS-II Functional (Pre) Academics.

A brief description of each test is provided, including how the test was administered. Following
each test description, the results are presented by age cohort, disability category, gender, race/ethnicity,
and household income. While the descriptive results are presented within age cohort, significance tests
were conducted on the total group, which included all three age cohorts.

Woodcock-Johnson Ill; Letter-Word Identification

The first test, Letter-Word Identification (Mather and Woodcock 2001), measures the child’s
word identification skills. The initial items (i.e., items 1-9) require the child to point to the specified letter
from among several that appear in large type, and the remaining items (i.e., items 10 and beyond) require
the child to pronounce words correctly. The child is not required to know the meaning of any word. Test
items progress in difficulty from common to uncommon words in written English. Each item is given a
score of 1 for a correct response and 0 for an incorrect response or no response. Administration of the test
continues until the child either finishes all of the items or misses the last six consecutive items at the end
of a test page.

The standard score scale used in the Woodcock-Johnson I1I: Letter-Word Identification is based
on a mean of 100 and a standard deviation of 15. Overall, preschoolers with disabilities who participated
in the PEELS direct assessment performed as well as their nondisabled peers—with an overall mean
performance of 98.2 (S.E. =0.8).

Scores by cohort. Children in all three cohorts performed close to the normal population mean of
100 and well within one standard deviation of the mean (i.e., 85 to 115) (see table 19). The mean
performance of children in Cohort A (M = 100.8, S.E. = 1.4) was higher than that of children in Cohort C
(M = 96.8, S.E. = 1.0), and the mean performance of children in Cohort B (M =98.5, S.E. = 1.0) was
higher than that of children in Cohort C.
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Table 19.

Letter-Word ldentification, by age cohort: School year 2003-04

Cohort A Cohort B Cohort C
Total (age 3) (age 4) (age 5)
98.2 100.8 98.5 96.8

Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson 111

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson Il1: Letter-Word ldentification,”" previously unpublished tabulation (April
2005).

Scores by disability. The mean performance of preschoolers with disabilities on the Letter-Word
Identification subtest across all disability categories fell within one standard deviation of the mean (i.e.,
85 to 115) (see table 20). Preschoolers identified as having autism (M = 108.8, S.E. = 6.4) or a speech or
language impairment (M = 100.1, S.E. = 0.8) scored above the population mean on the Letter-Word
Identification subtest. Preschoolers identified as having mental retardation (M = 85.5, S.E. = 5.1) scored
almost one standard deviation below the mean. The distribution of scores on Letter-Word Identification
was positively skewed among children with mental retardation, whose median scores across all three
cohorts were 4.7 to 8.2 points lower than the means (Cohort B Mdn = 72.0, Cohort C Mdn = 86.6),
suggesting that scores for relatively few high-scoring children raised the mean for the entire subgroup.
These systematic differences were not observed among other disability groups.

Table 20. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson 111
Letter-Word ldentification, by disability category: School year 2003-04

Total AU DD ED LD MR ol OHI SLI LI

Total | 98.2 1088 | 93.0| 948 | 932 | 855| 95.7| 98.2]100.1| 96.8

Cohort A (age 3) | 100.8 | 121.4 | 95.2 I I 11005 | 100.6 | 102.4 | 102.0

CohortB (age4) | 985 | 1145 | 936 t|] 981 80.2| 923 | 97.7]100.0| 98.3

Cohort C (age5) | 96.8 | 99.3| 90.7| 888 | 90.1| 93.0 | 979| 993 | 934

t Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;
LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I1I: Letter-Word Identification," previously unpublished tabulation (April
2005).

Significance tests were performed on the mean scores across disability categories. These tests
indicated that the mean performance of children identified as having autism (M = 108.8, S.E. = 6.4) was
significantly higher than that of children identified as having a developmental delay (M = 93.0, S.E. =
1.3), a learning disability (M = 93.2, S.E. = 3.1), mental retardation (M = 85.5, S.E. = 5.1), or an other
health impairment (M = 98.2, S.E. = 4.6).

The mean performance of children identified as having a speech or language impairment
(M =100.1, S.E .= 0.8) was significantly higher than the mean performance of children identified as
having a developmental delay (M = 93.0, S.E. = 1.3), a learning disability (M =93.2, S.E. = 3.1), or
mental retardation (M = 85.5, S.E. = 5.1). The mean performance of children identified as having a low-
incidence disability (M = 96.8, S.E. = 3.1) was significantly higher than the mean performance of children
identified as having mental retardation (M = 85.5, S.E. =5.1).
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Scores by gender. The mean score for males on the Letter-Word Identification subtest was 97.4
(S.E. = 0.9). The mean score for females was 99.9 (S.E. = 0.8) (see table 21). Despite the fact that mean
performance for both males and females was near the norm population mean of 100, the difference in
mean performance was statistically significant.

Table 21. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson I11:
Letter-Word ldentification, by gender: School year 2003-04

Total Male Female

Total 98.2 97.4 99.9
Cohort A (age 3) 100.8 100.1 102.4
Cohort B (age 4) 98.5 97.5 100.7
Cohort C (age 5) 96.8 96.2 98.0

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson 111 Letter-Word Identification," previously unpublished tabulation (April
2005).

Scores by race/ethnicity. The mean score for White children on the Letter-Word Identification
subtest was 99.6 (S.E. = 0.9). For Black children, it was 91.9 (S.E. = 1.5), and for Hispanic children it was
94.3 (S.E. = 1.3) (see table 22). The mean performance of White children was significantly higher than
that of Black children and Hispanic children.

Table 22. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson I11:
Letter-Word Identification, by race/ethnicity: School year 2003-04

Total Black Hispanic White

Total 98.2 91.9 94.3 99.6
Cohort A (age 3) 100.8 96.2 94.1 103.2
Cohort B (age 4) 98.5 87.0 96.5 100.0
Cohort C (age 5) 96.8 95.4 92.8 97.6

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson 111 Letter-Word ldentification," previously unpublished tabulation (April
2005).

Scores by household income. Children from households with annual incomes of $20,000 or less
performed below the population mean on the Letter-Word Identification subtest, 91.2 (S.E. = 1.0).
Children in the higher income households averaged close to or above the population mean (see table 23).
The mean performance of children from households with an income of $20,000 or less was significantly
lower than that of children from all other income groups ($20,001 to $30,000; $30,001 to $40,000;
$40,001 to $50,000; more than $50,000). The mean performance of children from households with an
income between $20,001 and $30,000 was significantly lower than that of children from households with
an income more than $50,000. Finally, the mean performance of children from households with an
income between $30,001 and $40,000 was significantly lower than that of children from households with
an income between $40,001 and $50,000 and more than $50,000.
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Table 23.

Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson I11:

Letter-Word ldentification, by household income: School year 2003-04

$20,000 or | $20,001 to | $30,001 to | $40,001 to | More than

Total less $30,000 $40,000 $50,000 $50,000

Total 98.2 91.2 97.2 96.1 100.6 103.6
Cohort A (age 3) 100.8 92.7 97.7 94.5 99.6 110.0
Cohort B (age 4) 98.5 90.3 97.7 99.1 102.1 102.8
Cohort C (age 5) 96.8 91.3 96.4 934 99.5 100.9

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson 111 Letter-Word ldentification," previously unpublished tabulation (April
2005).

Peabody Picture Vocabulary Test (PPVT)

The direct assessment includes a measure of receptive vocabulary using an adapted version of the
PPVT Ill. Receptive vocabulary also is referred to as listening vocabulary or oral vocabulary. It is
considered a strong predictor of language acquisition and cognitive development and is thus a key
component in early emerging literacy (Dunn and Dunn 1997).

The PPVT requires an assessor to show the child four pictures on a single page then ask the child
to point to the picture that matches a word the assessor speaks aloud. For example, the child is shown a
page with a picture of a lamp, a wagon, a hoe, and a mop. The child is asked to point to the lamp. If the
child points to the correct picture, then he or she is given 1 point. Prior to beginning the actual test, the
child is given two sets of practice items. If the child correctly completes two consecutive practice items
on each set, he or she is administered the actual test. If the child fails to meet the performance criteria,
then the test is not administered. As discussed in chapter 2, PEELS uses a psychometrically adapted and
shortened version of the PPVT III.

The overall mean performance of children with disabilities on the PPVT was 90.1 (S.E. = 0.6).
This is below the population mean of 100 but within one standard deviation of the mean.

Scores by cohort. The mean on the PPVT for children in all three age cohorts was below the
population mean of 100 but well within one standard deviation of the mean (see table 24). The 3-year-old
children in Cohort A had a mean of 88.6 (S.E. = 0.8), 4-year-old children in Cohort B had a mean of 89.7
(S.E. = 0.8), and 5-year-old children in Cohort C had a mean of 91.1 (S.E. = 0.9). Differences among
cohorts were not statistically significant.

Table 24. Mean performance of children with disabilities ages 3-5 on Peabody Picture
Vocabulary Test, by age cohort: School year 2003-04

Cohort A Cohort B Cohort C
Total (age 3) (age 4) (age 5)
90.1 88.6 89.7 91.1

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Peabody Picture VVocabulary Test," previously unpublished tabulation (April 2005).
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Scores by disability. The mean performance of preschoolers with disabilities on the PPVT across
all disability categories fell within one standard deviation of the mean (85 to 115), except for children
identified as having mental retardation (see table 25), whose mean score was more than two standard
deviations below that of the norm population. Mean performances ranged from a low of 69.9 (S.E. = 4.1)
for children identified as having mental retardation to a high of 94.6 (S.E. = 3.7) for children identified as
having an emotional disturbance.

Table 25. Mean performance of children with disabilities ages 3-5 on Peabody Picture
Vocabulary Test, by disability category: School year 2003-04

Total AU DD ED LD MR Ol OHI SLI LI

Total 90.1 | 88.2| 852 | 946| 850 69.9| 852 | 89.6| 934 | 855
Cohort A (age 3) | 88.6 | 84.9| 84.1 1] 746 1 t] 85.0] 922 857
Cohort B (age 4) | 89.7 | 91.3| 844 | 926| 807 61.9| 815| 86.0| 93.7| 88.0
Cohort C (age5) | 91.1| 86.8| 87.1| 89.3| 87.3| 77.2 t| 936| 936| 833

t Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;
LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Peabody Picture Vocabulary Test," previously unpublished tabulation (April 2005).

Significance tests were performed on the mean scores of the total group across disability
categories. These tests indicated that the mean performance of children identified as having mental
retardation (M = 69.9, S.E. = 4.1) was significantly lower than the performance of children identified with
all other disabilities, including autism (M = 88.2, S.E. = 3.6), a developmental delay (M = 85.2, S.E. =
1.3), an emotional disturbance (M = 94.6, S.E. = 3.7), a learning disability (M = 85.0, S.E. = 1.7), an
orthopedic impairment (M = 85.2, S.E. = 2.4), an other health impairment (M = 89.6, S.E. = 4.1), a speech
or language impairment (M = 93.4, S.E. = 0.6), or a low-incidence disability (M = 85.5, S.E. = 2.9).

The mean performance of children identified as having a speech or language impairment
(M =94.3, S.E. = 0.6) was significantly higher than that of children identified as having a developmental
delay (M = 85.2, S.E. = 1.3), a learning disability (M = 85.0, S.E. = 1.7), an orthopedic impairment
(M =85.2, S.E. = 2.4), or a low-incidence disability (M = 85.5, S.E. = 2.9). Children identified as having
an emotional disturbance (M = 94.6, S.E. = 3.7) performed significantly higher than children identified as
having a developmental delay (M = 85.2, S.E. = 1.3), a learning disability (M = 85.0, S.E. = 1.7), or a low-
incidence disability (M = 85.5, S.E. = 2.9).

Scores by gender. Both males and females fell well within one standard deviation of the
population mean (85 to 115) on the PPVT. The nearly identical mean performance for males (M = 90.0,
S.E. = 0.7) and females (M = 90.3, S.E. = 1.1) was not statistically different and slightly below the
population mean of 100 (see table 26).
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Table 26. Mean performance of children with disabilities ages 3-5 on Peabody Picture

Vocabulary Test, by gender: School year 2003-04

Total Male Female

Total 90.1 90.0 90.3
Cohort A (age 3) 88.6 88.5 88.7
Cohort B (age 4) 89.7 89.8 89.7
Cohort C (age 5) 91.1 90.9 91.5

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Peabody Picture VVocabulary Test," previously unpublished tabulation (April 2005).

Scores by race/ethnicity. White children (M = 93.2, S.E. = 0.7) performed within one standard
deviation of the mean (85 to 115) of the norm population on the PPVT while Black children (M = 82.1,
S.E. = 1.2) and Hispanic children (M = 82.8, S.E. = 1.2) averaged slightly more than one standard
deviation below the population mean (see table 27). In fact, the mean performance of White children was
significantly higher than that of Black children and Hispanic children.

Table 27. Mean performance of children with disabilities ages 3-5 on Peabody Picture
Vocabulary Test, by race/ethnicity: School year 2003-04
Total Black Hispanic White
Total 90.1 82.1 82.8 93.2
Cohort A (age 3) 88.6 84.3 80.2 91.5
Cohort B (age 4) 89.7 80.0 82.7 93.4
Cohort C (age 5) 91.1 83.3 83.8 93.8

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Peabody Picture Vocabulary Test," previously unpublished tabulation (April 2005).

Scores by household income. On the PPVT, mean scores ranged from 84.3 (S.E. = 1.2) for the
lowest household income group to 94.4 (S.E. = 0.8) for the highest income group (see table 28). The mean
performance of children from households at or below poverty level (i.e., $20,000 or less) was
significantly lower than that of all other subgroups ($20,001 to $30,000; $30,001 to $40,000; $40,001 to
$50,000; and more than $50,000. The mean performance of children from households with an income of
more than $50,000 was significantly higher than that of children from households with an income of
$20,001 to $30,000 and $30,001 to $40,000.

Table 28. Mean performance of children with disabilities ages 3-5 on Peabody Picture
Vocabulary Test, by household income: School year 2003-04

$20,000 | $20,001to | $30,001to | $40,001to | More than
Total or less $30,000 $40,000 $50,000 $50,000
Total 90.1 84.3 88.7 89.7 92.0 94.4
Cohort A (age 3) 88.6 83.0 86.0 88.8 92.7 92.3
Cohort B (age 4) 89.7 83.2 86.4 89.5 94.9 93.7
Cohort C (age 5) 91.1 85.7 91.0 90.4 88.7 96.2

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education

Longitudinal Study (PEELS), "Peabody Picture VVocabulary Test," previously unpublished tabulation (April 2005).
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Adaptive Behavior Assessment System Il (ABAS-II) — Functional (Pre) Academics

Teachers were asked to complete three subscales from the ABAS-II, including Functional (Pre)
Academics, Self-Care, and Self-Direction. For each subscale, teachers rated the frequency with which the
identified child exhibited specific behaviors, using a four-point scale. The scale points are labeled as
follows: 0, Is not able; 1, Never when needed; 2, Sometimes when needed; and 3, Always when needed.
Teachers also are provided a box to check whether their rating is based on an educated guess or estimate.

Two forms from the ABAS-II were used for the PEELS assessment. The Teacher/Daycare
Provider (TDP) Form is designed for children ages 2 to 5, while the Teacher Form (TF) is designed for
elementary students. The TDP Form is a comprehensive, diagnostic measure of the adaptive skills that are
relevant for toddlers’ and preschoolers’ functioning in a daycare center, home daycare, preschool, or
school setting. The Teacher Form measures the adaptive skills that are most relevant for children’s
functioning in a school setting. For Wave 1, the TDP Form was used for non-kindergarteners and the TF
for children in kindergarten.

The scaled scores for each of the skill areas (Functional Academics, Self-Care, and Self-
Direction) are based on a mean of 10 and a standard deviation of 3. These are means for the general
population. The following report of the ABAS-II data covers the Functional (Pre) Academics subscale.
The results of the Self-Care and Self-Direction subscales are presented later in this chapter in the Social
Behavior section.

The Functional Pre-Academics subscale (for Cohorts A and B) measures basic pre-academic
skills that form the foundations for reading, writing, mathematics, and other skills needed for daily,
independent functioning. The TDP Form includes such items as “reads his/her own name,” “prints at least
two letters from his/her name,” and “tells what day comes before another, for example Wednesday comes
before Thursday.” The Functional Academics subscale (for Cohort C) measures basic reading, writing,
mathematics, and other academic skills needed for daily, independent functioning. The TF includes such
items as “writes his/her own name,” “reads and obeys common signs, for example, Do Not Enter, Exit, or
Stop,” and “states the days of the week in order.”

Scores by cohort. For children not yet in kindergarten, the overall mean teacher/daycare provider
rating on the Functional Pre-Academics subscale of the ABAS-II was 7.9 (S.E. = 0.2). Differences
between Cohort A and Cohort B were not statistically significant (see table 29). For kindergarteners, the
mean teacher rating on the Functional Academics subscale of the ABAS-1I was 8.7 (S.E. = 0.3). Because
the Functional Academics subscale from the Teacher Form was used only with Cohort C, no cohort
comparisons are available.

Table 29. Mean teacher ratings of children with disabilities ages 3-5 on the (Pre-) Functional
Academics subscale of the Adaptive Behavior Assessment System |1, by age cohort:
School year 2003-04

Not yet in kindergarten In kindergarten
Cohort A Cohort B Cohort C

Total (age 3) (age 4) (age 5)
7.9 7.7 8.0 8.7

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-I1) Teacher/Daycare Provider
Form: Functional Pre-Academics and Teacher Form: Functional Academics," previously unpublished tabulation (April 2005).
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Scores by disability. Teacher/daycare provider ratings on the Functional Pre-Academics subscale
of the ABAS-II varied across disability categories, ranging from a low of 6.8 (S.E. = 0.6) for children
identified as having an orthopedic impairment to a high of 8.6 (S.E. = 0.2) for children identified as
having a speech or language impairment (see table 30). The mean rating for children identified as having
a speech or language impairment (M = 8.6, S.E. = 0.2) was significantly higher than that of children
identified as having a developmental delay (M = 6.9, S.E. = 0.2) or an orthopedic impairment (M = 6.8,
S.E.=0.6).

Mean teacher ratings on the Functional Academics scale for kindergarteners varied across
disability categories as well, ranging from a low of 7.1 (S.E. = 0.9) for children identified as having a
learning disability, and 7.1 (S.E. = 1.4) for children identified as having a low-incidence disability, to a
high of 9.4 (S.E. = 0.3) for children identified as having a speech or language impairment (see table 30).
The mean rating for kindergarteners identified as having a speech or language impairment was
significantly higher than the mean rating for children identified as having a learning disability.

Table 30. Mean teacher ratings of children with disabilities ages 3-5 on the (Pre) Functional
Academics subscale of the Adaptive Behavior Assessment System 11, by disability
category: School year 2003-04

Total AU |pbp |ep |b [MrR o Jow [su [u
Not in Kindergarten
Total 7.9 8.5 6.9 t s s 6.8 t 8.6 7.5
Cohort A (age 3) 77| 10.7 6.8 s I I I s 8.0 8.1
Cohort B (age 4) 8.0 7.7 7.0 I I 2.7 6.3 I 8.9 7.3
In kindergarten
Cohort C (age 5) 87] f] 85] f[ 71| t] f[ t] 94] 71

t Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;
LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-I1) Teacher/Daycare Provider
Form: Functional Pre-Academics and Teacher Form: Functional Academics," previously unpublished tabulation (April 2005).

Scores by gender. Both males and females had mean teacher/daycare provider ratings of 7.9
(S.E. = 0.2) on the Functional Pre-Academics subscale of the ABAS-II (see table 31), which was
completed for children with disabilities not yet in kindergarten. This rating was below the population
mean of 10. For the Functional Academics subscale, which was completed for children in kindergarten,
males had a rating of 8.5 (S.E. = 0.4), and females had a mean rating of 9.2 (S.E. = 0.5); this difference
was not statistically significant.

Scores by race/ethnicity. Mean scores on the Functional Pre-Academics subscale varied across
racial/ethnic groups, and ranged from 6.5 (S.E. = 0.6) for Black children to 8.1 (S.E. = 0.2) for White
children (see table 32). The mean rating for White children was significantly higher than the mean rating
for Black children. For kindergarteners, ratings were also below the population mean of 10, and varied
across racial/ethnic groups on the Functional Academics subscale from a low of 8.0 (S.E. = 0.6) for
Hispanic children to a high of 9.0 for both Black (S.E. = 0.6) and White children (S.E. = 0.3) (see table
32); however, these differences were not statistically significant.
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Table 31. Mean teacher ratings of children with disabilities ages 3-5 on the Functional (Pre-)
Academics subscale of the Adaptive Behavior Assessment System |1, by gender: School
year 2003-04

Total Male Female
Not yet in kindergarten
Total 7.9 7.9 7.9
Cohort A (age 3) 7.7 7.5 8.1
Cohort B (age 4) 8.0 8.1 7.8
In kindergarten
Cohort C (age 5) 8.7 | 8.5 | 9.2

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-I1) Teacher/Daycare Provider
Form: Functional Pre-Academics and Teacher Form: Functional Academics," previously unpublished tabulation (April 2005).

Table 32. Mean teacher ratings of children with disabilities ages 3-5 on the Functional (Pre-)
Academics subscale of the Adaptive Behavior Assessment System |1, by race/ethnicity:
School year 2003-04

Total | Black | Hispanic | White
Not yet in kindergarten
Total 7.9 6.5 7.5 8.1
Cohort A (age 3) 7.7 7.2 7.4 7.9
Cohort B (age 4) 8.0 6.1 7.6 8.2
In kindergarten
Cohort C (age 5) 8.7 | 9.0 | 8.0 | 9.0

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-I1) Teacher/Daycare Provider
Form: Functional Pre-Academics and Teacher Form: Functional Academics," previously unpublished tabulation (April 2005).

Scores by household income. Mean ratings for children across household income groups ranged
from 7.0 (S.E. = 0.3) to 8.6 (S.E. = 0.4) on the Functional Pre-Academics subscale of the ABAS-II (see
table 33). The mean rating for children from households with an income of more than $50,000 was
significantly higher than that of children from households with an income of $20,000 or less, $20,001 to
$30,000, and $30,001 to $40,000. Similarly, the mean rating for children from households with an income
between $40,001 and $50,000 was significantly higher than that of children from households with an
income of $20,000 or less, $20,001 to $30,000, and $30,001 to $40,000. Ratings for kindergarteners on
the Functional Academics subscale ranged from 8.4 (S.E. = 0.6) to 9.2 (S.E. = 0.6) (see table 33);
however, none of those differences were statistically significant.

Early Math Proficiency

In 2000, the National Council of Teachers of Mathematics (NCTM) published Principles and
Standards for School Mathematics (2000), which contains standards for pre-kindergarten through second
grade. The standards cover performance expectations in five content areas—number and operations,
geometry, measurement, algebra, and data analysis and probability, and five process areas—problem
solving, reasoning and proof, communication, connections, and representations (NCTM 2000). Many of
these skills are assessed in PEELS.
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Table 33.

Mean teacher ratings of children with disabilities ages 3-5 on the Functional (Pre-)

Academics subscale of the Adaptive Behavior Assessment System 1lI, by household
income: School year 2003-04

$20,000 or | $20,001 to | $30,001 to | $40,001 to | More than
Total less $30,000 $40,000 $50,000 $50,000

Not yet in kindergarten
Total 7.9 7.0 7.3 7.5 8.6 8.5
Cohort A (age 3) 7.7 6.7 7.2 7.3 8.0 8.7
Cohort B (age 4) 8.0 7.2 7.3 7.7 8.8 8.4

In kindergarten

Cohort C (age 5) 8.7 | 8.7 | 8.4 | 9.0 | 9.2 | 8.7

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-I1) Teacher/Daycare Provider
Form: Functional Pre-Academics and Teacher Form: Functional Academics," previously unpublished tabulation (April 2005).

Both the Applied Problems and Quantitative Concepts subtests of the Woodcock-Johnson Il
Achievement Battery are part of the math proficiency measures in the PEELS direct assessment. The
sections below provide a brief description of the tests. Results by cohort, disability category, gender,
race/ethnicity, and household income follow each test description.

Woodcock-Johnson Ill: Applied Problems

The Applied Problems test is a measure of children’s ability to analyze and solve practical math
problems using simple counting, addition, or subtraction operations. The assessor presents the child with
a picture and asks the child a question, such as “How many dogs are in this picture?” The task requires
the child to both understand the request and then perform the correct operation. In the above example, the
child counts the number of dogs in the picture. The math problems are ordered with increasing difficulty
either in the operation the child is required to perform (addition as opposed to subtraction) or in the age-
appropriate experience with the particular concept, such as coin identification, telling time, reading
temperature, and others. Children are awarded 1 point for each correct answer and 0 for each incorrect
answer. The test is terminated when the child either finishes all items or misses six consecutive items at
the end of a test page. Scores are totaled and converted to a norm-referenced scale with a mean of 100 and
a standard deviation of 15.

The overall mean performance of preschoolers with disabilities on the Woodcock-Johnson III:
Applied Problems subtest was 90.3 (S.E. = 1.0). This was within one standard deviation of the population
mean.

Scores by cohort. The mean scores for children in Cohorts A, B, and C were 88.2 (S.E. = 1.3),
91.2 (S.E. = 1.6), and 90.6 (S.E. = 1.0) (see table 34). The scores for all cohorts were within a standard
deviation of the population mean (85 to 115) for this test. Differences among cohorts were not statistically
significant.
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Table 34. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson 111
Applied Problems, by age cohort: School year 2003-04

Cohort A Cohort B Cohort C
Total (age 3) (age 4) (age 5)
90.3 88.2 91.2 90.6

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I11: Applied Problems," previously unpublished tabulation (April 2005).

Scores by disability. Children in three disability categories performed within a standard deviation
of the population mean (85 to 115) on the Applied Problems subtest (see table 35). These categories
included children identified as having an emotional disturbance (M = 94.9, S.E. = 4.2), an orthopedic
impairment (M = 91.1, S.E. = 3.0), or a speech or language impairment (M = 96.4, S.E. = 0.7). Children
identified as having a learning disability (M = 84.6, S.E. = 3.0) performed one standard deviation below
the mean as did children identified as having an other health impairment (M = 84.2, S.E. = 5.7).
Additionally, children in another three disability categories performed more than one standard deviation
below the mean for the norm population. These included children identified as having a low-incidence
disability (M = 83.4, S.E. = 3.9), a developmental delay (M = 82.7, S.E. = 1.4), or autism (M = 80.7,
S.E. = 6.9). Children identified as having mental retardation performed more than two standard deviations
below that of the norm population, with a mean score of 60.6 (S.E. = 4.0).

Table 35. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson 111
Applied Problems, by disability category: School year 2003-04

Total AU DD ED LD MR Ol OHI SLI LI

Total 90.3 | 80.7| 82.7| 949| 84.6| 60.6| 91.1| 84.2| 96.4| 834
Cohort A (age 3) | 88.2| 78.6| 81.2 I f 1| 882] 827 948 80.1
Cohort B (age 4) | 91.2| 91.1] 82.2 t| 89.9| 516 888 77.2| 97.3| 895
Cohort C (age5) | 90.6 | 72.8| 843 | 89.4| 82.2| 68.4 t| 898| 963] 783

1 Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;
LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I11: Applied Problems," previously unpublished tabulation (April 2005).

Significant differences were observed across disability categories. The mean performance of
children identified as having mental retardation (M = 60.6, S.E. = 4.0) was significantly lower than the
performance of children in all of the other disability categories. The performance of children identified as
having a speech or language impairment (M = 96.4, S.E. = 0.7) was significantly higher than that of
children identified as having autism (M = 80.7, S.E. = 6.9), a developmental delay (M = 82.7, S.E. = 1.4),
a learning disability (M = 84.6, S.E. = 3.0), an other health impairment (M = 84.2, S.E. = 5.7), or a low-
incidence disability (M = 83.4, S.E. = 3.9). Finally, children identified as having a developmental delay
(M = 82.7, S.E. = 1.4) scored significantly lower than children identified as having an emotional
disturbance (M = 94.9, S.E. = 4.2) or an orthopedic impairment (M =91.1, S.E. = 3.0).
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Scores by gender. Both males and females had mean scores within one standard deviation of the
population mean on the Applied Problems subtest (see table 36). The mean score for males was 89.8
(S.E. = 1.2) and the mean score for females was 91.5 (S.E. = 1.0), differences that were not statistically
significant.

Table 36. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson I11:
Applied Problems, by gender: School year 2003-04

Total Male Female

Total 90.3 89.8 915
Cohort A (age 3) 88.2 86.9 91.2
Cohort B (age 4) 91.2 90.2 93.5
Cohort C (age 5) 90.6 90.9 89.9

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I11: Applied Problems," previously unpublished tabulation (April 2005).

Scores by race/ethnicity. On Applied Problems, White children (M = 93.5, S.E. = 0.9) performed
within one standard deviation of the population mean (85 to 115), while Black children (M = 78.0,
S.E. =2.5) and Hispanic children (M = 83.2, S.E. = 1.4) performed more than one standard deviation
below the mean (see table 37). The performance of White children was significantly higher than the
performance of Black children and Hispanic children.

Table 37. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson I11:
Applied Problems, by race/ethnicity: School year 2003-04

Total Black Hispanic White

Total 90.3 78.0 83.2 93.5
Cohort A (age 3) 88.2 85.3 79.5 90.0
Cohort B (age 4) 91.2 72.6 86.9 94.6
Cohort C (age 5) 90.6 80.4 81.7 94.1

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I11: Applied Problems," previously unpublished tabulation (April 2005).

Scores by household income. Children in the lowest household income group of $20,000 or less
had a mean performance on the Applied Problems subtest of 81.9 (S.E. = 1.4), which was more than one
standard deviation below the mean for the norm population. Mean scores for children in the other income
groups ranged from 90.2 (S.E. = 1.3) to 95.5 (S.E. = 1.2) (see table 38). The scores for children in the
lowest income category were significantly below the scores of all other income groups ($20,001 to
$30,000; $30,001 to $40,000; $40,001 to $50,000; and more than $50,000. Children in households
earning more than $50,000 performed significantly better than children in the $20,001 to $30,000 range
and in the $30,001 to $40,000 range. Children in households in the income range of $40,001 to $50,000
had Applied Problems scores that were negatively skewed, particularly among children in Cohort B
(overall Mdn = 98.0; Cohort B Mdn = 101.2). This suggests that some children with very low scores were
pulling down the mean for the entire group.
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Table 38.

Applied Problems, by household income: School year 2003-04

Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson I11:

$20,000 or | $20,001to | $30,001to | $40,001to | More than

Total less $30,000 $40,000 $50,000 $50,000

Total 90.3 81.9 90.2 90.5 92.8 95.5
Cohort A (age 3) 88.2 79.2 87.2 88.3 92.2 93.8
Cohort B (age 4) 91.2 81.9 88.0 93.2 934 96.5
Cohort C (age 5) 90.6 83.1 925 88.5 91.3 954

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I11: Applied Problems," previously unpublished tabulation (April 2005).

Woodcock-Johnson lIl: Quantitative Concepts (Concepts and Number Series)

The Quantitative Concepts test measures basic mathematical concepts, symbols, and vocabulary
(Mather and Woodcock 2001). In Wave 1, it was given only to children in Cohort C because the test was
developed for children ages 5 and older. The test has two sections—Concepts and Number Series. The
Concepts section tests numbers, counting, recognition of geometric shapes, and important relational
concepts such as larger and smaller, first and last. The Number Series section consists of questions about
numbers and number patterns. In both sections of the test, the child is presented with a picture and asked a
question that requires the child to demonstrate familiarity with a particular concept or mathematical
operation. For example, in the Concepts section, the child is presented with a picture of five stars of
varying sizes and is asked to point to the largest star, then to the smallest star.

In the Number Series section, the assessor presents the child with a series of numbers on a page.
In the series is a blank space. The child is asked to tell the number belonging in the blank space. For
example, the series 9, 8, 7, __is presented on a page. The child needs to tell the assessor what number
should go in the blank space. Test administration continues until the child finishes all of the items or
misses the last four consecutive items at the end of a test page. Correct answers are given a score of 1, and
incorrect responses are scored with a 0. Correct answers are totaled within sections then across sections to
yield a single Quantitative Concepts score. Finally, the single score is converted to a standardized norm-
referenced score with a mean of 100 and a standard deviation of 15.

The mean performance of children in Cohort C on the Quantitative Concepts test was 91.2
(S.E. =0.9). These children performed well within one standard deviation of the population mean on the
test (85 to 115).

Scores by disability. Children in four disability categories performed within one standard
deviation of the population mean on this subtest (see table 39). This included children identified as having
autism (M = 85.2, S.E. = 9.3), an emotional disturbance (M = 92.2, S.E. = 7.0), an other health
impairment (M = 87.6, S.E. = 7.7), or a speech or language impairment (M = 95.6, S.E. = 1.0). Children
identified as having a developmental delay (M = 83.6, S.E. = 1.7), a learning disability (M = 82.8,
S.E. = 4.5), mental retardation (M = 78.5, S.E. = 6.9), or a low-incidence disability (M = 83.4, S.E =4.9)
had mean performances more than one standard deviation below the population mean.
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Table 39. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson 111
Quantitative Concepts, by disability category: School year 2003-04

Total AU DD ED LD MR Ol | OHI SLI LI
CohortC(age5) | 91.2| 852 | 836 | 922 | 828 | 785 | 876 956 | 834

t Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability; MR = Mental
retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI1 = Speech or language impairment; LI = Low
incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I11: Quantitative Concepts," previously unpublished tabulation (April 2005).

Significance tests were performed on the Quantitative Concepts test scores across disability
categories. Among the possible contrasts, only three tests were statistically significant, all involving
children identified as having a speech or language impairment. Children identified as having a speech or
language impairment (M = 95.6, S.E. = 1.0) performed significantly better than children identified as
having a developmental delay (M = 83.6, S.E. = 1.7), a learning disability (M =82.8, S.E. = 4.5), or
mental retardation (M = 78.5, S.E. = 6.9). Scores among children with a low-incidence disability were
positively skewed (Mdn = 77.3), suggesting that relatively few high-scoring children pulled up the mean
for the subgroup.

Scores by gender. Performances on the Quantitative Concepts test by gender are provided in
table 40. The mean performance for males was 91.2 (S.E. = 1.1) and for females 91.0 (S.E. = 1.2), a
difference that was not statistically significant.

Table 40. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson I11:
Quantitative Concepts, by gender: School year 2003-04

Total Male Female

Cohort C (age 5) 91.2 91.2 91.0

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I11: Quantitative Concepts," previously unpublished tabulation (April 2005).

Scores by race/ethnicity. Black children and Hispanic children had identical means of 87.4
(S.E. = 2.3 and 1.4, respectively) on the Quantitative Concepts subtest, while White children had a mean
of 92.2 (S.E. = 1.2) (see table 41). All three racial/ethnic groups performed within one standard deviation
of the population mean (85 to 115). Significance tests showed that White children performed significantly
better than Black children and Hispanic children.

Table 41. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson I11:
Quantitative Concepts, by race/ethnicity: School year 2003-04

Total Black Hispanic White

Cohort C (age 5) 91.2 87.4 87.4 92.2

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I11: Quantitative Concepts," previously unpublished tabulation (April 2005).
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Scores by household income. Children from households with annual incomes of $20,000 or less
performed one standard deviation below the population mean (M = 85.0, S.E. = 1.8), while children from
households of more than $50,000 performed closer to the norm population mean of 100 (M = 97.6,
S.E. =1.7) (see table 42). There was no statistical difference in performances between the lowest income
group ($20,000 or less) and the next two income groups ($20,001 to $30,000 and $30,001 to $40,000).
However, a significant difference did exist between the performance of children in the lowest income
group and those in the two highest income groups as well as between the next lowest group ($20,000 to
$30,000) and the two highest groups. Children in the $40,001 to $50,000 income group performed
significantly better than those in the $20,000 or less group, the $20,001 to $30,000 group, and the $30,001
to $40,000 group. Children in the highest income group performed significantly better than those in the
lowest income group, the $20,001 to $30,000 income group, and the $30,001 to $40,000 income group.
Table 42. Mean performance of children with disabilities ages 3-5 on Woodcock-Johnson I11:
Quantitative Concepts, by household income: School year 2003-04

$20,000 or | $20,001to | $30,001to | $40,001to | More than
Total less $30,000 $40,000 $50,000 $50,000
Cohort C (age 5) 91.2 85.0 88.9 87.0 93.1 97.6

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.
SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Woodcock-Johnson I11: Quantitative Concepts," previously unpublished tabulation (April 2005).

Social Behavior

Children who enter school lacking social and emotional competence are at a distinct disadvantage
in a learning environment. Aggressive or withdrawn behaviors put children at risk for school failure, as do
difficulties in peer relationships and play behavior, high anxiety, inflexibility, and distractibility
(Bowman, Donovan, and Burns 2001; Huffman, Mehlinger, and Kerivan 2000; Peth-Pierce 2002;
Shonkoff and Phillips 2000).

To assess social behavior among children with disabilities, the PEELS assessment battery
includes a teacher report of child behavior as observed in a school setting. The teacher-rated social
behavior assessment includes the following scales from the Preschool and Kindergarten Behavior Scales,
Second Edition (PKBS-2) and the ABAS-I1:

« PKBS-2 - Social Skills;

« PKBS-2 - Problem Behavior;

e ABAS-II - Self-Care; and

*  ABAS-II — Self-Direction.

A brief description of each test is provided, followed by the results by cohort, disability category,
gender, race/ethnicity, and household income.

Preschool and Kindergarten Behavior Scales (PKBS-2) — Social Skills

The Preschool and Kindergarten Behavior Scales Second Edition (PKBS-2) provides a measure
of each child’s social and behavioral skills. Teachers are asked to rate how frequently the identified child
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exhibited a series of skills or behaviors during the previous three months. The measurement scale consists
of four points. The scale points are labeled as follows: 0, Never; 1, Rarely; 2, Sometimes; and 3, Often.

The PKBS-2 consists of five subscales—Social Cooperation, Social Interaction, Social
Independence, Externalizing Problems, and Internalizing Problems. The standard scores for the Social
Cooperation, Social Interaction, and Social Independence subscales are summed to create the Social
Skills composite score. A higher rating on the Social Skills composite index indicates a higher level of
social adjustment. The composite scores are then converted to composite standard scores. PKBS-2
standard scores are based on a distribution with a mean of 100 and a standard deviation of 15 (Merrell
2002).

The Social Skills scale of the PKBS-2 assesses age-appropriate personal and interpersonal
behaviors of preschool and early elementary-age children. Age-appropriate personal behaviors include
such things as, “works or plays independently,” “follows rules,” and “accepts decisions made by adults.”
Age-appropriate interpersonal behaviors include such things as “is cooperative,” “comforts other children
who are upset,” and “takes turns with toys and other objects.”

Overall, teacher ratings suggested that the social skills of children with disabilities fell well
within a standard deviation of the population mean (85 to 115) (see table 43). The overall mean was 92.8
(S.E.=0.9).

Scores by cohort. The oldest children (Cohort C) (M = 96.5, S.E. = 1.4) received ratings that
were significantly higher than those of the youngest children (Cohort A) (M = 85.2, S.E. = 1.2) on the
PKBS-2 Social Skills scale. Likewise, children in Cohort B (M = 93.0, S.E. = 1.1) received significantly
higher ratings than children in Cohort A (see table 43).

Table 43.  Mean teacher ratings of children with disabilities ages 3-5 on the Social Skills subscale
of the Preschool and Kindergarten Behavior Scale, by age cohort: School year 2003-04

Cohort A Cohort B Cohort C
Total (age 3) (age 4) (age 5)
92.8 85.2 93.0 96.5

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire," previously unpublished tabulation (April 2005).

Scores by disability. Children in all but three disability categories received ratings within one
standard deviation of the population mean (85 to 115) on the Social Skills subscale of the PKBS-2 (see
table 44). Mean ratings were more than one standard deviation below the mean for children identified as
having a low-incidence disability (M = 84.3, S.E. = 3.9), autism (M = 73.2, S.E. = 3.4), or mental
retardation (M = 69.0, S.E. = 3.7). In fact, the mean performances of children identified as having autism
or mental retardation were approximately two standard deviations below the norm population mean.

Mean ratings of children identified as having mental retardation (M = 69.0, S.E. = 3.7) were
significantly lower than those of children in all but one other disability category, autism (M = 73.2,
S.E. = 3.4). Significant differences occurred between children identified as having mental retardation and
those identified as having a developmental delay (M = 88.2, S.E. = 1.7), an emotional disturbance (M =
89.5, S.E. = 6.0), a learning disability (M = 92.4, S.E. = 4.2), an orthopedic impairment (M = 95.7, S.E.
4.3), an other health impairment (M = 89.4, S.E. = 3.9), a speech or language impairment (M = 100.3, S.E.
=1.1), or low-incidence disability (M = 84.3, S.E. =3.9).
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Table 44. Mean teacher ratings of children with disabilities ages 3-5 on the Social Skills subscale

of the Preschool and Kindergarten Behavior Scale, by disability category: School year

2003-04
Total AU DD ED LD MR Ol OHI SLI LI
Total | 928 | 732 | 882| 895| 924 | 69.0| 957 | 894 | 1003 | 843
Cohort A(age3) | 852 | 68.0| 813 I | 637 $| 869 927 ] 89.1
CohortB (age4) | 93.0| 729 | 883 I $| 708 | 905 | 83.7]1022| 826
CohortC (age5) | 965| 781 | 945| 96.2| 920 69.2 F| 9441023 | 844

t Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;
LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire," previously unpublished tabulation (June 2005).

Scores for children identified as having autism (M = 73.2, S.E. = 3.4) were significantly different
from those of children identified as having all other disabilities except mental retardation (M = 69.0,
S.E.= 3.7) or a low-incidence disability (M = 84.3, S.E. = 3.9). Statistically significant differences
occurred between children identified as having autism and those identified as having a developmental
delay (M = 88.2, S.E. = 1.7), an emotional disturbance (M = 89.5, S.E. = 6.0), a learning disability (M =
92.4, S.E. = 4.2), an orthopedic impairment (M = 95.7, S.E. = 4.3), an other health impairment (M = 89.4,
S.E. = 3.9), or a speech or language impairment (M = 100.3, S.E. = 1.1).

The only additional statistically significant difference between disability categories was for
children identified as having a speech or language impairment (M = 100.3, S.E. = 1.1). These children
received higher ratings from teachers than did children identified as having a developmental delay (M =
88.2, S.E. = 1.7), an other health impairment (M = 89.4, S.E. = 3.9), or a low-incidence disability (M =
84.3,S.E. 3.9).

Scores by gender. Both males and females received social skills ratings within one standard
deviation of the population mean on social skills. The mean rating for males was 91.2 (S.E. = 1.0), and the
mean for females was 96.5 (S.E. = 1.2) (see table 45). Females had significantly higher social skills
ratings than males.

Table 45. Mean teacher ratings of children with disabilities ages 3-5 on the Social Skills subscale
of the Preschool and Kindergarten Behavior Scale, by gender: School year 2003-04
Total Male Female
Total 92.8 91.2 96.5
Cohort A (age 3) 85.2 84.3 87.5
Cohort B (age 4) 93.0 91.6 96.5
Cohort C (age 5) 96.5 94.5 101.0

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), " Early Childhood Teacher Questionnaire" and "Kindergarten Teacher Questionnaire," previously
unpublished tabulation (April 2005).

58



Scores by race/ethnicity. Overall, social skills ratings were within one standard deviation of the
population mean (85 to 115) for White children (M = 94.7, S.E. = 1.6) and Hispanic children (M = 90.5,
S.E. = 2.0) but below the 85 for Black children (M = 83.9, S.E. = 3.0) (see table 46). The ratings for Black
children were significantly lower than ratings for Hispanic children and White children, and the ratings
for Hispanic children were significantly lower than those for White children.

Table 46. Mean teacher ratings of children with disabilities ages 3-5 on the Social Skills subscale
of the Preschool and Kindergarten Behavior Scale, by race/ethnicity: School year
2003-04
Total Black Hispanic White
Total 92.8 83.9 90.5 94.7
Cohort A (age 3) 85.2 83.4 84.7 85.6
Cohort B (age 4) 93.0 81.2 90.9 95.1
Cohort C (age 5) 96.5 88.0 92.6 98.7

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire” and "Kindergarten Teacher Questionnaire," previously
unpublished tabulation (April 2005).

Scores by household income. Children in all household income groups received social skills
ratings within a standard deviation of the population mean (85 to 115); means ranged from 91.1
(S.E. =1.8) for children in households earning $20,000 or less to 95.1 (S.E. = 2.2) for children in
households earning $40,001 to $50,000 (see table 47). Scores for children in the 40,001 to 50,000 group
were positively skewed (Mdn = 101.7), most notably among children in Cohort B (Mdn = 102.3). This
indicates that a small group of low scoring children brought down the mean for the whole group. There
were no significant differences among the ratings of children in the five income categories.

Table 47. Mean teacher ratings of children with disabilities ages 3-5 on the Social Skills subscale
of the Preschool and Kindergarten Behavior Scale, by household income: School year
2003-04
$20,000 or | $20,001 to | $30,001 to | $40,001 to | More than
Total less $30,000 $40,000 $50,000 $50,000
Total 92.8 91.1 925 92.0 95.1 93.6
Cohort A (age 3) 85.2 84.0 84.2 83.7 83.0 88.3
Cohort B (age 4) 93.0 88.5 90.9 93.9 95.14 95.6
Cohort C (age 5) 96.5 96.8 97.1 96.1 99.3 94.5

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire” and "Kindergarten Teacher Questionnaire," previously
unpublished tabulation (April 2005).

Preschool and Kindergarten Behavior Scales (PKBS-2) — Problem Behavior

The Problem Behavior scale of the PKBS-2 addresses behaviors in early elementary-age children
that are problematic for social interaction or personal effectiveness and fulfillment. The standard scores
for the Externalizing Problems and Internalizing Problems subscales are summed to create the Problem
Behavior composite score. Examples of problem behaviors are that the child “is jealous of other
children,” “defies parent, teacher, or caregiver,” and “takes things away from other children.” Examples
of personal effectiveness problems are that the child “is restless or fidgety,” “acts impulsively without
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thinking,” and “clings to parent or caregiver.” It is important to note that higher scores on the Problem
Behavior scale indicate greater concern about problematic behavior, unlike other assessments on which
higher scores are preferable. Problem Behavior standard scores are based on a distribution with a mean of
100 and a standard deviation of 15 (Merrell 2002).

Teacher ratings of problem behaviors revealed that overall, children with disabilities were rated at
close to the population mean for problem behavior (85 to 115), with a mean rating of 98.2 (S.E. = 0.7).

Scores by cohort. Children in each of the three cohorts received similar ratings on the PKBS-2
Problem Behaviors subscale, all within one standard deviation of the population mean (see table 48).
None of the differences between cohorts were statistically significant.

Table 48. Mean teacher ratings of children with disabilities ages 3-5 on the Problem Behavior
subscale of the Preschool and Kindergarten Behavior Scale, by age cohort: School year
2003-04

Total

Cohort A
(age 3)

Cohort B
(age 4)

Cohort C
(age 5)

98.2

99.2

98.5

97.4

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire," previously unpublished tabulation (April 2005).

Scores by disability. Teacher ratings on the Problem Behavior subscale across all disability
categories fell within one standard deviation of the population mean (see table 49). Scores by disability
category ranged from 93.1 (S.E. = 0.7) for children with a speech or language impairment to 111.3
(S.E. = 4.3) for children with an emotional disturbance.

Table 49. Mean teacher ratings of children with disabilities ages 3-5 on the Problem Behavior
subscale of the Preschool and Kindergarten Behavior Scale, by disability category:
School year 2003-04

Total AU DD ED LD MR Ol OHI SLI LI

Total 98.2 | 109.5| 1029 | 1113 | 1026 | 105.0 93.7 | 101.7 93.1 95.9

Cohort A (age 3) 99.2 | 1079 | 1014 I | 104.9 | 102.0 94.8 91.6
Cohort B (age 4) 98.5 | 1109 | 103.9 I | 1049 | 100.0 | 106.4 92.3 96.2
Cohort C (age 5) 974 109.0 | 103.1 | 1059 | 103.0 | 105.0 I 98.3 93.1 96.8

1 Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;
LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire," previously unpublished tabulation (June 2005).

Children identified as having autism (M = 109.5, S.E. = 1.5) had significantly higher mean ratings
than children identified as having a developmental delay (M = 102.9, S.E. = 1.0), a learning disability (M
=102.6, S.E. = 2.4), an orthopedic impairment (M = 93.7, S.E. = 3.0), a speech or language impairment
(M =93.1, S.E. =0.7), or a low-incidence disability (M =95.9, S.E. = 2.6).
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Children identified as having a developmental delay (M = 102.9, S.E. = 1.0) received significantly
higher mean ratings on the Problem Behavior scale than did children identified as having an orthopedic
impairment (M = 93.7, S.E. = 3.0), a speech or language impairment (M = 93.1, S.E. 0.7), or a low-
incidence disability. (M = 95.9, S.E. = 2.6). Similarly, children identified as having an emotional
disturbance (M = 111.3, S.E. = 4.3) received significantly higher mean ratings than did children in the
same three categories above—those identified as having an orthopedic impairment, a speech or language
impairment, or a low-incidence disability. The children in Cohort C identified as having an emotional
disturbance had scores that were strongly positively skewed, with a mean (M = 105.9) more than nine
points higher than their median score (Mdn = 96.6). Again, this indicates a small subgroup of children
with extremely challenging behavior.

Children identified as having a learning disability (M = 102.6, S.E. = 2.4) had mean ratings
significantly higher than children in several other disability groups, children identified as having an
orthopedic impairment (M = 93.7, S.E. = 3.0) or a speech or language impairment (M = 93.1, S.E. = 0.7).
Finally, children identified as having mental retardation (M = 105.0, S.E. = 2.2) received higher mean
ratings than did children identified as having an orthopedic impairment (M = 93.7, S.E. = 3.0), a speech or
language impairment (M = 93.1, S.E. = 0.7), or a low-incidence disability (M = 95.9, S.E. = 2.6).

Scores by gender. Males had higher problem behavior ratings than females, indicating more
problem behaviors (see table 50). For males, the mean rating was 99.3 (S.E. = 0.8) and, for females it was
95.5 (S.E. =0.7), a difference that was statistically significant.

Table 50. Mean teacher ratings of children with disabilities ages 3-5 on the Problem Behavior
subscale of the Preschool and Kindergarten Behavior Scale, by gender: School year

2003-04
Total Male Female
Total 98.2 99.3 95.5
Cohort A (age 3) 99.2 99.3 98.9
Cohort B (age 4) 98.5 99.8 95.4
Cohort C (age 5) 97.4 98.9 94.0

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire" and "Kindergarten Teacher Questionnaire," previously
unpublished tabulation (April 2005).

Scores by race/ethnicity. Black children had a mean rating of 105.1 (S.E. = 1.4) on the PKBS-2
Problem Behaviors subscale, above the norm of 100 (see table 51). White children (M = 97.5, S.E. = 0.8)
and Hispanic children (M = 98.4, S.E. = 1.3) had ratings below the population mean. The differences
between ratings for the Black children and both the Hispanic and the White children were statistically
significant.

Scores by household income. Overall, across household income groups mean problem behavior
ratings were within one standard deviation of the mean (85 to 115). Children in the lowest household
income group received a mean rating of 101.7 (S.E. = 1.4), just above the norm population mean of 100
(see table 52). The mean ratings for the other income groups ranged from 96.3 (S.E. = 1.5) to 97.9
(S.E.=1.4).
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Table 51. Mean teacher ratings of children with disabilities ages 3-5 on the Problem Behavior
subscale of the Preschool and Kindergarten Behavior Scale, by race/ethnicity: School

year 2003-04

Total Black Hispanic White

Total 98.2 105.1 98.4 97.5
Cohort A (age 3) 99.2 102.8 98.4 98.8
Cohort B (age 4) 98.5 105.8 98.1 97.8
Cohort C (age 5) 97.4 105.9 98.6 96.6

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire" and "Kindergarten Teacher Questionnaire," previously
unpublished tabulation (April 2005).

Table 52. Mean teacher ratings of children with disabilities ages 3-5 on the Problem Behavior

subscale of the Preschool and Kindergarten Behavior Scale, by household income:
School year 2003-04

$20,000 or | $20,001to | $30,001to | $40,001to | More than
Total less $30,000 $40,000 $50,000 $50,000
Total 98.2 101.7 97.9 97.3 96.3 96.6
Cohort A (age 3) 99.2 103.5 97.8 98.5 98.8 96.1
Cohort B (age 4) 98.5 101.8 100.8 97.1 96.0 96.6
Cohort C (age 5) 97.4 100.8 95.8 97.1 95.8 96.8

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Early Childhood Teacher Questionnaire" and "Kindergarten Teacher Questionnaire," previously
unpublished tabulation (April 2005).

Significant differences included those between children in the lowest income group and those in
the $20,001 to $30,000 group, $40,001 to $50,000 group, and more than $50,000 group.

Adaptive Behavior Assessment System Il (ABAS-Il) — Self-Care

The Self-Care scale of the ABAS-II includes items that measure the child’s basic personal care
skills, including eating, dressing, bathing, toileting, grooming, and hygiene. The Teacher/Daycare
Provider (TDP) Form includes items such as “swallows liquids with no difficulty” “nurses, drinks, or eats
willingly, with little encouragement” and “tells teacher/daycare provider or other adult when he/she needs
to use the bathroom.” The Teacher Form (TF) includes some of the same items, but also includes items
that are more appropriate for an older child. These items include such things as “uses the school restroom
alone,” “uses a fork to eat solid food” and “opens a tab-top can, milk carton, or screw-top bottle.” Scaled
scores are based on a mean of 10 and a standard deviation of 3. As noted previously, for Wave 1, the TDP
Form was used for children in Cohorts A and B (non-kindergarteners) and the TF used for children in
Cohort C (kindergarteners).

Overall, the mean Self-Care rating for non-kindergarten children with disabilities was 8.6
(S.E. =0.2). The mean rating for kindergarteners with disabilities was 8.1 (S.E. =0.3).

Scores by cohort. The mean rating for children in Cohort A was 8.2 (S.E. = 0.2), and for children
in Cohort B it was 8.8 (S.E. = 0.2) (see table 53). This difference was statistically significant.
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Table 53.

Mean teacher ratings of children with disabilities ages 3-5 on the Self-Care subscale of

the Adaptive Behavior Assessment System Il, by age cohort: School year 2003-04

Not yet in kindergarten In kindergarten

Cohort A Cohort B Cohort C

Total (age 3) (age 4) (age 5)
8.6 8.2 8.8 8.1

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-I1) Teacher/Daycare Provider
Form: Self-Care and Teacher Form: Self-Care," previously unpublished tabulation (April 2005).

Scores by disability. The mean Self-Care skill ratings of non-kindergarteners in Cohorts A and B
across disability categories were quite variable (see table 54) and ranged from a low of 5.2 (S.E. = 0.8) for
children identified as having an orthopedic impairment to a high of 10.0 (S.E. = 0.2) for children
identified as having a speech or language impairment. Children identified as having an orthopedic
impairment (M = 5.2, S.E. = 0.8) and children identified as having autism (M = 5.6, S.E. = 0.6) had
ratings more than one standard deviation below the population mean. The mean rating for children
identified as having a developmental delay (M = 7.7, S.E. = 0.3) and children identified as having a low-
incidence disability (M = 7.3, S.E. = 1.2) was almost one standard deviation below the population mean.
Similar rating patterns existed by cohort on the Self-Care scale.

Table 54. Mean teacher ratings of children with disabilities ages 3-5 on the Self-Care subscale of
the Adaptive Behavior Assessment System 11, by disability category: School year
2003-04
Total| AU| bp| Eb| o] MR| o] o] su| L
Not yet in kindergarten
Total 8.6 5.6 7.7 I I I 5.2 | 10.0 7.3
Cohort A (age 3) 82| 61| 72 s I I I s 93] 7.6
Cohort B (age 4) 8.8 5.5 8.1 I I 5.4 4.8 1| 104 7.1
In kindergarten
Cohort C (age 5) 81| f] 80] t] 65] f] t] ] 91] 74

1 Reporting standards not met.

NOTE: AU = Autism; DD = Developmental delay; ED = Emotional disturbance; LD = Learning disability;

MR = Mental retardation; Ol = Orthopedic impairment; OHI = Other health impairment; SLI = Speech or language impairment;
LI = Low incidence.

These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-I1) Teacher/Daycare Provider
Form: Functional Pre-Academics and Teacher Form: Functional Academics," previously unpublished tabulation (April 2005).

Several statistically significant differences existed between disability categories. Children
identified as having a speech or language impairment (M = 10.0, S.E. = 0.2) received significantly higher
ratings than did children identified as having autism (M = 5.6, S.E. = 0.6), a developmental delay (M =
7.7, S.E. = 0.3), an orthopedic impairment (M = 5.2, S.E. = 0.8), or a low-incidence disability (M = 7.3,
S.E. = 1.2). Children identified as having autism received ratings significantly below those of children
identified as having a developmental delay.
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Mean Self-Care skill ratings of kindergarteners in Cohort C across disability categories ranged
from a low of 6.5 (S.E. = 0.9) for children identified as having a learning disability to a high of 9.1
(S.E. = 0.4) for children identified as having a speech or language impairment (see table 54). Across all
disability categories, the mean scores fell below the population mean of 10 but within one standard
deviation of the mean (7 to 13), except for kindergarteners identified as having a learning disability
(M =6.5, S.E. = 0.9). Significance tests indicated that the mean ratings for children identified as having a
speech or language impairment were statistically significantly higher than the mean ratings for children
identified as having a learning disability.

Scores by gender. Male and female non-kindergarteners (Cohorts A and B) received similar
ratings on the Self-Care scale of the ABAS-II. The mean rating for males was 8.5 (S.E. = 0.2) and 8.8
(S.E. = 0.3) for females, a difference that was not statistically significant (see table 55). Both males and
females fell within one standard deviation of the population mean (7 to 13).

For kindergarten children in Cohort C, males and females performed within one standard
deviation of the population mean on the Self-Care scale. Males had a mean rating of 7.7 (S.E. = 0.4), and
females had a mean rating of 9.1 (S.E. = 0.6) (see table 55). This difference was statistically significant.

Table 55. Mean teacher ratings of children with disabilities ages 3-5 on the Self-Care subscale of
the Adaptive Behavior Assessment System 11, by gender: School year 2003-04

Total Male Female
Not yet in kindergarten
Total 8.6 8.5 8.8
Cohort A (age 3) 8.2 8.1 8.3
Cohort B (age 4) 8.8 8.8 9.0
In kindergarten
Cohort C (age 5) 8.1 | 7.7 | 9.1

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-II) Teacher/Daycare Provider
Form: Self-Care and Teacher Form: Self-Care," previously unpublished tabulation (April 2005).

Scores by race/ethnicity. The Self-Care ratings for non-kindergarteners in Cohorts A and B were
similar across all racial/ethnic groups and fell within a standard deviation of the population mean. Scores
ranged from a mean of 8.2 (S.E. = 0.3) for Hispanic children to a mean of 8.6 (S.E. = 0.2) for White
children (see table 56). An analysis of variance (ANOVA) indicated no significant differences among the
racial/ethnic groups.

The Self-Care ratings of kindergarten children (Cohort C) also fell within a standard deviation of
the population mean across racial/ethnic groups, from a low of 7.3 (S.E. = 0.9) for Black children to a
high of 8.5 (S.E. = 0.4) for White children (see table 56). Hispanic children received a mean rating of 7.6
(S.E. = 0.6). Again, an ANOVA indicated no significant difference among the racial/ethnic groups for
kindergarteners on Self-Care skills.
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Table 56. Mean teacher ratings of children with disabilities ages 3-5 on the Self-Care subscale of

the Adaptive Behavior Assessment System 11, by race/ethnicity: School year 2003-04

Total | Black | Hispanic | White
Not yet in kindergarten
Total 8.6 8.4 8.2 8.6
Cohort A (age 3) 8.2 9.0 7.6 8.2
Cohort B (age 4) 8.8 8.2 8.5 8.9
In kindergarten
Cohort C (age 5) 8.1 | 7.3 | 7.6 | 8.5

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-II) Teacher/Daycare Provider
Form: Self-Care and Teacher Form: Self-Care," previously unpublished tabulation (April 2005).

Scores by household income. The Self-Care ratings of non-kindergarteners (Cohorts A and B)
varied only slightly across household income groups, from 8.3 (S.E. = 0.3) for the lowest household
income group to 8.9 (S.E. = 0.6) for the $40,001 to $50,000 income group (see table 57). The ratings
across household income groups for kindergarteners ranged from 7.1 (S.E. = 0.8) for children in the
lowest household income group ($20,000 or less) to 8.8 for children in both the $20,001 to $30,000
(S.E. = 0.8) and the more than $50,000 (S.E. = 0.6) income groups (see table 57). These differences in
ratings for both non-kindergarteners and kindergarteners were not statistically significant.

Table 57. Mean teacher ratings of children with disabilities ages 3-5 on the Self-Care subscale of
the Adaptive Behavior Assessment System 11, by household income: School year

2003-04

$20,000 or | $20,001 to | $30,001 to | $40,001 to | More than
Total less $30,000 $40,000 $50,000 $50,000

Not yet in kindergarten
Total 8.6 8.3 8.5 8.3 8.9 8.8
Cohort A (age 3) 8.2 7.9 7.9 7.8 8.0 8.6
Cohort B (age 4) 8.8 8.5 8.8 8.6 9.1 8.9

In kindergarten

Cohort C (age 5) 8.1 | 7.1 | 8.8 | 7.5 | 8.6 | 8.8

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-II) Teacher/Daycare Provider
Form: Self-Care and Teacher Form: Self-Care," previously unpublished tabulation (April 2005).

Adaptive Behavior Assessment System |l (ABAS-II) — Self-Direction

The Self-Direction subscale measures the child’s skills in independence, self-control, and
personal responsibility. The Teacher/Daycare Provider Form (TDP) includes such items as child “shows
interest in a toy or other object by looking at it for a few seconds” “follows an adult’s request to quiet
down or behave” and “looks for misplaced toys or games until he/she finds them.” The Teacher Form
(TF) includes such items as the child “routinely arrives at school or class on time” “works independently
and asks for help only when necessary” and “stops a fun activity, without complaints, when told that time
isup.”
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The overall mean rating for non-kindergarteners on the Self-Direction subscale was 9.3
(S.E. =0.2). The mean rating of kindergarteners (Cohort C only) on the Self-Direction subscale was 8.1
(S.E.=0.3).

Scores by cohort. On the ABAS-II Self-Direction subscale, children in Cohort B (M = 9.6,
S.E. = 0.2) received higher ratings than did children in Cohort A (M = 8.7, S.E. = 0.2) (see table 58). This
difference between the two cohorts was statistically significant.

Table 58. Mean teacher ratings of children with disabilities ages 3-5 on the Self-Direction
subscale of the Adaptive Behavior Assessment System 11, by age cohort: School year

2003-04
Not yet in kindergarten In kindergarten
Cohort A Cohort B Cohort C
Total (age 3) (age 4) (age 5)
9.3 8.7 9.6 8.2

NOTE: These data are preliminary. Final Wave 1 data will be available in spring 2006.

Total N may not equal the sum of n’s for all subgroups because of missing data.

SOURCE: U.S. Department of Education, National Center for Special Education Research, Pre-Elementary Education
Longitudinal Study (PEELS), "Adaptive Behavior Assessment System - Second Edition (ABAS-II) Teacher/Daycare Provider
Form: Self-Direction and Teacher Form: Self-Direction," previously unpublished tabulation (April 2005).

Scores by disability. The mean Self-Direction ratings for non-kindergarteners across disability
categories ranged from a low of 7.0 (S.E.